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Dr. Mark Doorley  received his M.Div. from the Washington Theological Union in 1988 and his Ph.D. in 
Philosophy from Boston College in 1994. He has taught at Villanova University since the Fall of 1997, where 
he has served as Director of the Ethics Program. His research focuses on the analysis of human conscious-
ness. He is the author of The Pace of the Heart (University Press of America, 1996) and co-edited In Defer-
ence to the Other: Lonergan and Contemporary Continental Thought (SUNY Press, 2004).  
 
Since 1998  the annual Faculty Summer Seminar has provided the opportunity for faculty to reflect in depth 
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Servant Leadership  at Seton Hall University and it is part of a series of such workshops focusing on 
the notion of ―calling‖ in the various disciplines.  
 
 
The Center for Catholic Studies at Seton Hall University is dedicated to a dialogue between the 
Catholic intellectual tradition and all areas of  study and contemporary culture. For further infor-
mation please visit our website: academic.shu.edu/ccs 
CENTER FOR CATHOLIC STUDIES 
       
             Faculty Summer Seminar 2010 
 
          ―Teaching as an Ethical Act‖ 
 
              Facilitator: Dr. Michael Doorley  
                      Director of  the Ethics Program at Villanova University         
 
May 25-27, 2010 
         
“Teaching as an Ethical Act” 
Teaching is a profession that places those of us who are teachers into powerful and influential roles. As 
with any exercise of power, one must learn to wield that power responsibly. It is on this question of respon-
sibility that this workshop focuses its energies. We will look for guidance in the work of the late philoso-
pher/theologian Bernard Lonergan to sort through the ethical dimensions of teaching – raising questions 
about one‘s attentiveness to the task, one‘s openness to insight, one‘s quality of judgment, and one‘s more or 
less adequate response to what is valuable. Finally, we will explore how one can understand and value 
one‘s teaching as an act of love, calling on St. Augustine for inspiration and example. 
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Teaching as an Ethical Act 
Paula B. Alexander 
I participated in the Faculty Development 
Seminar, May 25-17, 2010, which focused on 
―Teaching as an Ethical Act.‖ The seminar was led 
by Mark Doorley, Ph.D., who directs the Ethics 
Program at Villanova University. The approach 
was based on the Theology of Bernard Lonergan, 
S.J.; there have been several seminars and sympo-
sia organized by Monsignor Richard Liddy, Di-
rector of the Center for Catholic Studies at Seton 
Hall, in which I have participated, and which 
help us integrate Bernard Lonergan‘s approach 
into our own thinking and into the curriculum. I 
am grateful for the opportunity to have gathered 
with my colleagues to have considered teaching 
as an ethical act, under the leadership of Profes-
sor Doorley and Monsignor Liddy. 
 
Initially, the topic, ―teaching as an ethical 
act‖ intrigued me. Indeed I have long considered 
teaching to involve ethical obligations, particu-
larly the obligation to offer educational value and 
to be fair in grading. My practice to assure fair-
ness in grading has been to make sure that I feel 
comfortable with the grades. What I do is first to 
―estimate‖ the term grade holistically, then I 
―crunch‖ the numbers, and wait a couple of days 
to see how comfortable  with the grades I am. The 
other perspective about teaching as an ethical act 
which I brought to the seminar is that more re-
cently I have pondered the role of emotions in 
teaching. My consideration of the role of emo-
tions in teaching has been both ―professional‖ 
and personal. The recognition of emotional intel-
ligence is a topic that I have integrated into my 
teaching curriculum. But more personally I have 
wondered about whether and how to incorporate 
my own emotional responses into my interactions 
with students and in in the classroom. I have 
found that students who are ―lazy,‖ or who ap-
pear to be ―lazy‖ and who fail to put forth good 
effort, or who engage in inappropriate conduct 
generate a negative emotion in me, and I have 
wondered whether and how to express such emo-
tion in those instances. It is easier with positive 
emotions, but even there one, I, need to watch out 
for the perception of favoritism by other students 
who perceive the positive bonds with certain stu-
dents. And a few years ago, I decided, partly in 
 
 response tone of our more mature MBA students 
―reading me‖ to let go and to engage my emotions 
in teaching. In some cases, and perhaps even for 
the most part, this has had a positive effect with 
my engagement with students. However, this has 
not been the case in all instances: at least my ex-
pression of negative emotions, or acting on them, 
to or with students has been sometimes followed 
by a negative    response by students. This obser-
vation, along with the ―college fear factor‖ that 
we learned about during the seminar, in a discus-
sion led by author Rebecca Cox, and the power 
differential between professors and students, pro-
vide a note of caution. Nevertheless, the demon-
stration of a connection between social bonding 
and learning (imprinting) and my observation of 
the role of emotion in athletics, particularly the 
relationship of players and coaches, affirms my 
sense to engage with students emotionally as well 
as intellectually. The question is how? And the 
answer developed in the seminar, and in reflec-
tion, is to follow Lonergan‘s five transcendent 
principles: be attentive; be intelligent; be reason-
able; be responsible and be loving. 
 
 Be attentive, and self-monitoring about 
my own emotions, and the effect that their ex-
pression may have on the student and class or 
students observing us.  Be intelligent in assessing 
the learning environment created by my own role 
and that of the other students in the classroom.  
Be reasonable in expectations, and in the expres-
sion of emotions.  More specifically, I have been 
fortunate to have been mentored in my education, 
in all stages throughout my life.  This mentoring 
process has had a constructive effect on both my 
education and my life, and I note that my own 
mentoring of students has had a positive impact 
on my students‘ lives.  So the reasonable expres-
sion of emotion in teaching may require that the 
expression of negative emotion serve as a ―call‖ to 
the student or students in question to be better.  
Be responsible; most recently I have explicitly 
stated ―rules of engagement‖ for the classroom; 
the seminar in Corporate Social Responsibility is 
case, and discussion based.  During this past aca-
demic year, I found that some students even in 
the graduate program were not engaged, but us-
ing computer to do other work, ―multi-tasking‖ 
particularly during presentations led by other 
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Gaged, but using a computer to do other work, 
―multi-tasking‖ particularly during presentations 
led by other students. Now I have added an ex-
plicit statement about ―rules of engagement‖ and 
the learning environment for the classroom to the 
syllabus, I have always thought that knowledge 
creates an obligation to act, and I explicitly ar-
ticulate this perspective in my teaching, particu-
larly when we consider Business ethics; I feel af-
firmed in this perspective as a result of the pres-
entations by Professor Doorley, and in our discus-
sions. 
 
        One of the other topics introduced by Profes-
sor Doorley was an article by William Dere-
siewicz ―The Disadvantages of an Elite Educa-
tion,‖ from The American Scholar.  I concur with 
the perspective that the arrogance and pride that 
comes with admission and enrollment in our elite 
educational institutions is something that we can 
do without.  Indeed, I attended, and graduated 
from New York University School of Law and 
there was a lot of arrogance among the students 
admitted to this elite institution.  But that did not 
mean that the education presented and which we 
received did not call us to critical and independ-
ent thinking.  Indeed it did, and in fact, one of the 
difference I noted between the education in law 
at New York University compared to other, less- 
elite institutions, is that we were invited to de-
velop and express our own opinions, and indeed 
as first-year law students, to critique even the 
opinions of the United States Supreme Court.  In-
deed I have noted particularly among our MBA 
candidates differences among their undergradu-
ate foundation, work ethic and critical and ana-
lytical thinking.  So I am a supporter of elite edu-
cation, without the arrogance.   
 
        The other point raised by Professor Doorley 
that challenged me was a critique of the philoso-
phy of Liberalism, the notion that ―Progress‖ is 
inevitable.  The faculty of Villanova apparently 
has decided to challenge the philosophy of Liber-
alism.  This served as a challenge to me, particu-
larly as I present and discuss certain philosophi-
cal foundations of business ethics.  So this is a 
point of reflection for me.  Certainly we will con-
tinue to discuss such approaches as John Locke on 
private property, Immanuel Kant, and John 
Rawls, A Theory of Justice.   My approach to cor-
porate social responsibility with our MBA candi-
dates invites, and hopefully requires, the students 
to engage in critical thinking about events in our 
time, and that there are many se backs, that do 
not constitute inevitable progress.  But I will con-
tinue to consider whether and how assumptions 
of Liberalism should be questioned.  
        Overall, the seminar has challenged me ―to 
be a better person,‖ and in particular to examine 
my own habits of attention; intelligence; reason-
ableness; responsibility; and lovingness. The chal-
lenge is to model these principles in my own life, 
so that they are enacted in my own life, and ob-
servable by my students and colleagues. 
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Teaching as an Ethical Act 
 
Tracey L. Billado 
        I found the seminar on ―Teaching as an Ethi-
cal Act‖ both interesting and useful, and I thank 
the organizers, presenter and participants for the 
experience. The three topics that were perhaps 
most valuable and relevant to my own teaching 
were the discussions of the purpose of a univer-
sity, the ―patterns of experience‖ outlined by Ber-
nard Lonergan, and how we should attempt to 
address students where they are. Consideration of 
these topics pushed me to think more clearly 
about the ways I teach medieval history and con-
struct my courses, as well as about the way our 
history major is constructed. Much of what fol-
lows is or will be incorporated into my introduc-
tory lectures for my courses and my discussions 
with my advisee history majors. 
 
        If the purpose of a university is to encourage 
students to want to learn, the history classroom is 
sometimes a place where I have to overcome 
other approaches to learning. As I often joke with 
my students on the first day of class, I hated his-
tory classes in high school. A number of my stu-
dents have told me that they had avoided or were 
wary of taking college-level history courses be-
cause they had had experiences similar to mine.  
What we had in common were teachers—in my 
case, a teacher who was primarily a football 
coach—who approached history as the simple 
dissemination of information for students to 
memorize and regurgitate. While there certainly 
is a place for memorization in all kinds of learn-
ing, such an approach is not terribly conducive to 
thinking, which is what I want my students to be 
doing. Or, in the language of Bernard Lonergan, I 
want the students to be engaged in the 
―intellectual pattern of experience,‖ in which stu-
dents attempt to answer questions, solve puzzles, 
and consider the relationships that particular 
pieces of data have to one another. 
 
One of the ways I can attempt to encourage 
students into this ―pattern of  experience‖ is to 
discuss with them on the first day of classes how 
studying history is not simply memorizing his-
torical facts that, in and of themselves, have little 
or no meaning or relevance to our lives. My role 
as a teacher is not to fill students‘ brains up with 
information and reward those students who are 
best able to repeat in an exam the materials from 
my lectures and their textbooks. Rather, I should 
attempt to encourage students‘ desire to learn by 
showing them that the relevance of whatever they 
are studying depends on their active engagement, 
in this case with the past. That is something that 
can never be accomplished by memorization 
alone. In fact, although history classes necessarily 
involve conveying knowledge to students, in 
many ways it is better that students learn history, 
rather than know it. In other words, the process 
matters just as much as the result. Learning his-
tory, rather than memorizing it, is a process that 
requires students‘ full involvement, whereby they 
analyze data, look for patterns and relationships, 
ask probing questions and, in a sense, discover for 
themselves the meaning of the past.   
 
 Presenting historical materials as puzzles is 
one way to actively engage students in the learn-
ing process. Getting students to interact with pri-
mary materials—the ―raw materials‖ of history, 
which are documents or objects that come di-
rectly from the period under study—has been one 
of the best ways I have found to accomplish this 
goal. Students‘ curiosity about medieval Europe—
a culture at once both familiar and alien to our 
own—is much more easily brought out by having 
students read, for example, an Icelandic Saga or 
the transcript of the trial of Joan of Arc, rather 
than read textbook accounts or my lectures that 
summarize the material. I plan to add more of 
these materials to my courses so that at least once 
a week, my courses will involve discussion and 
interpretation of these primary sources. This ap-
proach, of course, has the added benefit that stu-
dents do not come to class simply expecting to 
write down whatever I say about the materials.  
By analyzing primary sources alongside works by 
historians who have used those sources, students 
will be able to see how history, and what histori-
ans do, is a process rather than a static fund of 
facts to assign to memory. For most class sessions, 
I certainly have an outline of issues I wish to raise 
and connections I want the students to see in the 
materials. But engaging the students always 
means leaving room for students to surprise me 
(and themselves) with what they see in the texts 
and how they react to and build on other         
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students‘ comments. My hope is that students will 
leave the classroom with a desire to continue this 
process in other areas of their lives.  
 
I also plan to discuss these goals with my 
advisees in the history department when review-
ing the requirements for their major. We recently 
finished a revision of our curriculum that not 
only encourages and allows students to pursue 
their own interests, but also requires them to take 
more courses that are reading and discussion-
driven, rather than lecture-based. In particular, 
our new upper-level colloquium, which I taught 
for the first time last semester, will be an excel-
lent arena for teaching students how to think by 
encouraging them to use assigned materials to 
find their own questions around which to craft 
assignments and essays. 
 
Finally, a course in pre-modern history 
may be a sometimes difficult place for addressing 
students where they are, but two ways in which I 
do this are by incorporating discussion of histori-
cal films into the classroom, as well as relating 
course materials to contemporary issues. Most 
students‘ familiarity with ancient and medieval 
history comes from Hollywood. My courses thus 
involve at least one discussion of a historical film, 
along with related primary sources and an essay 
on historicity in film. These assignments show 
students that they have learned enough factual 
information to critique cinematic representations 
of historical events and persons. The assignments 
move beyond mere questions of ―accuracy,‖ how-
ever, leading students to discuss contemporary 
uses of the past, and making the historical process 
more immediate and relevant to them as human 
beings. Similarly, in classroom discussions of top-
ics such as capital punishment in the ancient 
world or medieval torture, students often will re-
fer to contemporary issues that are significant to 
their own lives. Rather than stifle discussion of 
these topics—as I have had my own former pro-
fessors do—I use these moments to impress upon 
students exactly how their own engagement with 
and interpretation of the past is relevant to their 
own lives, no matter how remote they considered 
the subject upon entering the classroom. 
 
In closing, I am grateful for the opportu-
nity of participating in the seminar, as well as for 
the opportunity to reflect on these subjects here. 
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        Having the opportunity to attend Seton Hall 
University‘s Faculty Summer Seminar ―Teaching 
as an Ethical Act‖ has provided me with many 
new insights into the philosophic discussion of 
ethics that can serve as foundational precepts for 
many teaching disciplines.  My gratitude to the 
university‘s Center for Catholic Studies and the 
Center for Vocation and Servant Leadership must 
be acknowledged for providing this opportunity. 
 
 As a member of the College of Nursing, I 
recalled how I was required to take a Philosophy  
course as an undergraduate nursing student, and 
can still remember the lively classroom conversa-
tion on Plato‘s ―What is Justice?‖  Our lively fac-
ulty seminar discussions, facilitated for us by Dr. 
Mark Doorley, focused on Lonergan‘s view on a 
university being a ―center for the pursuit of 
truth.‖  Dr. Doorley‘s Spiritual Exercises in Cos-
mopolis proposed that ―fear is the empowering 
emotion of the day; fear is what motivates our 
polity, our economy and, indeed, our religion.‖  
The spiritual dimensions of my profession as a 
nurse-midwife and role as nursing faculty, lead-
ing and instructing our nursing students in ma-
ternal-newborn care, are never far from my con-
scious level of awareness.  This seminar has 
helped me remember the important aspects of 
responding to a ‗calling‘ within one‘s professional 
life as a vocation.  There are numerous opportu-
nities and aspects of teaching nursing that pro-
vide this faculty member with the opportunity to 
live my faith and without fear.  This may indeed 
be a unique perspective in an academic setting, 
yet one that is appreciated, I feel, by nurses on a 
daily basis as they care for human needs within 
the physical, emotional and spiritual realms.   
Perhaps, as I reflect now on my nursing, God-
appropriation applies to my Spiritual Exercise in 
Cosmopolis.  The development of one‘s spiritual 
life is addressed in Dr. Doorley‘s discussion of 
Lonergan, in noting the need for silence and the 
need to honestly put one‘s life before another. 
―What is necessary is that one allow one other 
person, one who is him or herself engaged in the 
life of self-appropriation, to listen to one‘s story.‖ 
The role of a sponsor in 12-step programs was 
referred to by Dr. Doorley in his essay. People in 
recovery programs refer to it being ―a simple 
program for simple people; and a complex pro-
gram for complex people‖.  ‗Teaching as an Ethi-
cal Act‘ can easily reflect the simplicity inherent 
within a 12-step program.  The three founda-
tional tenets of AA; ―don‘t drink, get a sponsor, go 
to meetings‖ can be translated as ―don‘t cheat, 
communicate with your academic advisor, go to 
class.‖  Spiritual Exercises in Cosmopolis can be 
appreciated within the work of one of the famous 
co-founder‘s of AA fellowship, ―As Bill Sees It‖, 
which were borrowed from the fields of religion 
and medicine.  The spiritual ideas of the fellow-
ship were codified for the first time and the appli-
cation of those steps to its members‘ dilemma 
were made clear.  I will strive to ―Keep It Simple‖ 
as I come ―to believe that a Power greater than 
ourselves (myself) can restore us (me) to (clarity 
regarding ethical teaching)‖ and as  I address any 
roadblocks of indifference I may have in under-
standing the importance of my faculty role in 
modeling ethical behavior reflecting my ―right 
relationship to God‖ for our students... ―As Mau-
reen Sees It.‖    
 
  Augustine‘s case studies between teacher and 
student, ―Instructing Beginners‖ and 
―Confessions‖, were provided for the faculty 
seminar participants as part of our required read-
ing materials.  This was my first exposure to 
Augustine‘s work reflected his ideas on teacher/
student interactions.  And so Augustine‘s notion 
of ―it is in loving one another that we learn‖ and 
―the relationship is what makes things work‖ will 
be a very important aspect of my approaching the 
learning environment of both my nursing theory 
and nursing clinical course work here at Seton 
Hall University.  Dr. Doorley encouraged us to 
apply the material to my own life.  Dr. Doorley 
challenged us, as Augustine did, to ―bring him 
(the student) to the point that he actually enjoys 
being the kind of person that he wishes to ap-
pear‖ not by forcing, but by providing opportuni-
ties for the student to reflect on their own ethical 
behavior.  During the Fall semester, I presented 
by freshmen nursing students with an opportu-
nity to consider their values and ethics studying 
nursing by attending a lecture ―Making a Life, 
Teaching as an Ethical Act 
 
Maureen Byrnes 
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by Professor Gene Ahner, of the Catholic Theo-
logical Union of Chicago.  I requested a brief es-
say of the nursing students who chose to attend to 
see if their exposure to this topic could ―bring 
them to the point where (they) actually (could) 
actually enjoy being the kind of (nursing student) 
that (they) wish to appear‖ being.  I offer a stu-
dent‘s submitted essay here, as testimony to 
Augustine and Doorley. 
 
 Mr. Ahner spoke on how most business  
 people  are taught to not lie, cheat, or  
 steal, but they  end up still doing  
 (those things) because of greed.  Business  
 people want money, lots of it, and  
 quickly.  They have the tendency of  
 doing anything for the money. He  
 stated a bunch of things that he has seen  
 business people do for the money.    
 As he kept on talking about business matters  
 I began to think that the same policy would  
 go for nurses.  Nurses are also taught to  
 not lie,  cheat, or steal in not only their  
 respective work places but in their  
 everyday lives as well.  A Nurse is  
 responsible for the treatment, safety,  
 and recovery of people who are ill.   
 Nurses are told to promote health and  
 give a sense of stability within families,  
 and communities. Nurses, in short,  
 are the stronghold of society.  So if  
 nurses were to lie, cheat, or steal, society 
 would go into a decline.  Nurses are  
 supposed to set examples to all people. 
        Their patients trust them with their lives,  
 literally.  If a nurse is lying, cheating, or  
 stealing it could either end in a patient‘s  
 unfortunate death, or losing their jobs.   
 At first I thought nothing would really  
 grasp me at this lecture because I believed  
 the whole lecture was about business  
 and even though it was mostly about  
 business I managed to look at the values  
 of business men and women and applied  
 them to the values nurses, and eventually 
 found that the two professions are not too  
 different at all.  
 
 Having had the opportunity to attend 
Seton Hall University‘s Faculty Summer Seminar: 
―Teaching as an Ethical Act‖ has helped me to 
clarify for myself that addressing ethics within  
the academic environment is of the utmost im-
portance.  
 
  
 
 Ethics is not only important to the student-
nurse during their four years here at Seton Hall  
University but for the 40 years that they are not.                             
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The profession of nursing ―called‖ me as a 
young girl of thirteen or fourteen. Now it is more 
than 40 years later. I have never doubted, or re-
gretted my decision to make nursing my life‘s 
work. Every moment has been an inspiration. I 
have grown up in the profession. Nursing has 
molded me, matured me, enlightened me, and 
created a comfortable identity for me. I am most 
complete in the role of nurse. 
 
I have never taken this blessing for 
granted. It is a unique gift from God to be given a 
role in life that fulfills you emotionally, intellectu-
ally and spiritually. I have attempted to nurture 
this gift by continuously expanding my knowl-
edge and enhancing my role through higher lev-
els of education. 
This has lifted me to ―higher ground.‖ I 
would not have thought it possible to find an 
equally sacred form of expression to nursing, but 
I have been lead to a new calling. Just 10 months 
ago I found myself standing in front of a class of 
nursing students.  I am a ―teacher.‖ I can share 
my joys and experiences of nursing with young 
aspiring students who have received the same 
calling. I have been humbled by this enormous 
responsibility. I pray that I will never take for 
granted this venerable opportunity. I am relent-
lessly seeking insights and instructions to guide 
me in the delicate work of reaching the minds 
and souls of the students in my charge. This is the 
reason I was drawn to the summer seminar given 
for the Seton Hall University Faculty, entitled: 
―Teaching as an Ethical Act.‖  I have come to find 
over this first year of teaching, that making a 
―connection‖ with a student is as valued and ful-
filling as the nurse patient relationship. I see my 
role as an influential one. I hope that by my pas-
sion for the profession of nursing, I will have a 
positive influence on the novice nurses in my 
care. Teaching is a new role, not a new identity. I 
am still a nurse. Teaching nursing has simply 
added a new dimension to my profession.  
 
 
Reflecting upon the discussion presented 
by Dr. Mark Doorley, where a focus was placed 
on the responsibilities we have as teachers to in-
fluence and guide our students in a moral and 
ethical way, I have gained an understanding of 
my first experience of teaching and the amazing 
range of emotions I have felt, of the deep fulfill-
ment I have experienced and the beautiful rela-
tionships I have discovered. In simple terms, I did 
not know that teaching would make me so happy. 
I may be acting naive to think that this bliss will 
continue, but what a lovely introduction I have 
had!  
The discussions of the philosophies of Ber-
nard Lonergan and the ethical dimensions of 
teaching have drawn me into a deeper under-
standing of my moral and ethical responsibilities 
as a university professor. Lonergan‘s concepts of 
the ―Patterns of Experience‖ have made me more 
attentive to my own reality as a teacher. More im-
portantly, I now realize the significance of identi-
fying the patterns my students may be experienc-
ing.  
It is inspiration, respect, challenge, and 
encouragement, that I have found my students 
yearn for the most. Young nursing students have 
a vision of what nursing is, but they are in a place 
of uncertainty of what is to come. Words of inspi-
ration, demands for high standards, and stories of 
personal nursing experiences help them to begin 
the process of identifying with the role of nurse. 
Nursing students must learn extensive informa-
tion and technical skills, but they must also learn 
how to act and think like nurses. This involves not 
only teaching anatomy and physiology, biology 
and chemistry, but through example they must 
witness integrity, dedication, compassion, pa-
tience, and commitment. 
Nursing is a vigorous and demanding cur-
riculum. Our young students find themselves 
thrown into a world that is intimidating and un-
familiar. Suddenly they are caught in a whirlwind 
of science, medical terminology, statistics, patho-
physiology, pharmacology, and mental health, 
and maternal health, pediatric and adult health. 
They must learn technical skills, and perform 
them perfectly. They must learn how to interact 
with people, those that are well and those that are 
ill. Communication skills must be taught and 
practiced. They must be taught how to be a      
Teaching as an Ethical Act: The Profession of Nursing 
 
Colleen Carrington 
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professional, how to look and act with dignity 
and integrity. It must be instilled in them that 
they are becoming members of a sacred profes-
sion and they must always be mindful of their re-
sponsibility to uphold the standards of that pro-
fession. It is important for them to know that the 
public trusts them more than any other group of 
people. They must never deceive that public. They 
are needed and many will depend on them.    
This is an awesome responsibility for a 
nursing professor. We want to develop nurses 
that are medically competent, but also highly 
professional, caring and compassionate individu-
als. I do not believe that it is possible to teach 
someone how to care, how to feel compassion for 
others.  It is hoped that nursing students bring 
their desire to serve with them when they enter 
the program. I agree with David Hoekema, that 
whether consciously or unconsciously university 
professors serve as moral guides to their students, 
especially in nursing (Hoekema, 2010). We do 
this through our behavior, through our own 
demonstration of professionalism, and through 
our caring for them.  Unlike the majority of stu-
dents, nursing students do envision their future 
following the same vocation as their professors.  
Therefore, nursing professors must teach with 
their whole being, who they are as people and as 
nurses. This means expressing to the students an 
understanding of what the vocation means to 
them, and demonstrating a love and pride for the 
vocation.  Perhaps, this would be consistent with 
Bernard Lonergan‘s belief that the primary mo-
rale aim for teachers is to awaken in students ―a 
desire to know,‖ a desire for consistency. 
When contemplating Lonergan‘s ―Patterns 
of Experience,‖ I have begun to understand the 
importance of being attentive to my student‘s 
feelings at the moment we are together, where 
they are in relation to life‘s stresses.  One of the 
major goals of teaching nursing is to encourage 
students to think critically. In order for a novice 
nurse to begin this process, she must be confi-
dent, flexible, and inquisitive and as Lonergan 
would say reasonable. She must be able to ask the 
question, ―Am I right thinking this way?‖ I once 
read an article that said we should grade our stu-
dents on the questions they ask, rather than on 
their answers. When they question, they are 
thinking outside the box.  As stated in the semi-
nar, ―Questions lead to insights.‖ Lonergan‘s pat-
tern of Relevancy reminds us that students need 
to be shown what relevant questions are.  
Lonergan‘s pattern of Responsibility made 
real for me what I told my students from the be-
ginning of the semester. I will do everything I can 
to help you do well in this course. It is my respon-
sibility to work hard to teach you this material. I 
will be flexible and open to your needs, BUT I 
cannot change the grade numbers on your tests. 
You must take responsibility for that. The 
―student is responsible for his learning.‖ As 
teacher I am only the ―facilitator.‖ It is my re-
sponsibility to attempt to instill in my students a 
sense of ―wonder‖ as Aristotle called the basic 
drive to know. 
 
As summer is here, and I reflect on my 
first year as a teacher of nursing, I believe that my 
success and positive experiences with my students 
are basically rooted in the students‘ knowledge 
and confidence in the fact that I genuinely love 
and care for them. They became to me my own 
children and each one was a unique and special 
individual. Through this love I felt a need to nur-
ture them, to encourage them, and at times to 
show my disappointment with them. We worked 
as a team, each with our role, each giving our 
best. Of my 35 students, one failed the course, 
and as she handed in her final exam (I believe 
knowing that she could not pass), she hugged me 
and thanked me. We had worked together trying 
to come up with strategies to help her pass, but 
she was carrying too much as a single mom with 
a full time job and a toddler at home. She knew I 
did not want to fail her, and she took responsibil-
ity for her failure. 
St. Augustine is an inspiration for me in 
his discussions on teaching and on being compas-
sionate and loving our students as a brother, 
mother or father. A mother loves all her children 
equally. She sees something good in each one. I 
cannot imagine losing my excitement for teach-
ing, since each experience will bring me more 
children to love and care for. I have been privi-
leged to know that close bond with my students 
that Augustine describes. It is this loving relation-
ship that brings alive the joy of teaching. 
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This year‘s faculty seminar was an impor-
tant time away from my normal busy schedule to 
reflect on the importance of my role as a teacher 
at Seton Hall.  I was encouraged to hear the semi-
nar begin with the premise that as a university, 
Seton Hall, should be focused on attending to the 
whole person, not simply training career profes-
sionals. Equally encouraging was the representa-
tive nature of the seminar participants—we con-
stituted a wide cross spectrum of the university 
including faculty from the schools of Business, 
Nursing, Arts and Science, Education and Human 
Services.  I have always thought that it is funda-
mentally important as our identity as an institu-
tion that we concern ourselves with educating the 
whole person and, especially at the undergradu-
ate level, instilling in our students a desire to 
know, rather than training them for a particular 
occupation. The fact that there were faculty 
members gathered around the table to discuss this 
idea from multiple schools in the university sug-
gested a shared conviction of purpose.  
Based on this premise and shared convic-
tion of educating the whole person,  Mark Door-
ley, our facilitator, invited us to think of our 
teaching through Bernard Lonergan‘s  precepts: 
be attentive, intelligent, reasonable, responsible 
and loving. Doing so helped me to understand 
and articulate more fully why I thought a Seton 
Hall education should focus on stirring up or fur-
ther developing a student‘s desire to know. It is 
not just because I am a liberal arts type who val-
ues ―the life of the mind‖ above everything else.  
It is because this desire to know is intimately con-
nected to developing one‘s character and becom-
ing an agent for good in the world. If Lonergan is 
right in his claim that human consciousness is 
driven by a desire to act consistently with what 
one knows, then instilling in our students a desire 
to know is critically important, not just for them, 
but for our local communities and indeed, our 
larger world. So, it was with pleasure that I spent 
three mornings considering, through Lonergan, 
my ethical responsibility to reach out to my stu-
dents in ways that might engage their whole per-
son, and help to shape them as agents for good in 
the world.  
There are several things that I found par-
ticularly helpful about the seminar. The first was 
that rather than focusing on how to get our stu-
dents to conform to our vision of ideal learners, 
we focused instead on what Lonergan‘s precepts 
suggested about our role as educators.  Secondly, 
I appreciated the recognition of the complexity of 
the teaching/learning task that ran through the 
discussion. Lonergan‘s precepts—be attentive, 
intelligent, reasonable, responsible and loving—
are related to his philosophy of living a life of au-
thenticity, a worthy goal for both Seton Hall fac-
ulty and students. Still, on first hearing, they may 
sound like a lofty platitudes—the words of a phi-
losopher, to be sure, but not particularly practical 
wisdom for surviving in the classroom. But as we 
discussed these precepts more fully, it became 
clear that they attend precisely to the complexities 
of the human subject and the cultural conditions 
that can make the college classroom environment 
such a challenge.  
For example,  Lonergan‘s precept to ―be 
attentive‖ calls for a recognition of what he calls 
the ―patterns of experience‖ that may be shaping 
both the present moment in the classroom, and 
the approach to the course as whole by both 
teacher and student.  Certainly, I am quite aware 
of when I‘m ―losing‖ a particular student in the 
discussion, when she is focusing on her laptop, 
texting a friend, or just trying to hold her eyes 
open. My automatic reaction to this might be irri-
tation and frustration, but Lonergan‘s admonition 
to be attentive requires a more circumspect ap-
proach. If my students come to my classroom be-
cause it is one more requirement checked off to-
ward getting a degree and getting a job (which 
many of them do), it is no wonder that some of 
them are not engaged with discussions of the his-
tory of ancient Israelites or the synoptic problem. 
Rather than simply feeling irritated with a stu-
dent, attending to what pattern of experience is 
shaping my student‘s concerns and behavior in 
the classroom might open the door to more effec-
tive teaching strategies.  
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Moreover, another of Lonergan‘s precepts, 
―be intelligent,‖ might assist in this effort.  Again, 
on the surface, the precept to ―be intelligent‖ 
would seem the least of a professor‘s worries. 
Most of us have been ―intelligent‖ all our lives 
which is why we landed in the academy in the 
first place. But in the seminar, we focused on this 
precept as a way to consider what we are doing 
in the classroom. How are we setting the condi-
tions whereby our students can have success as 
problem solvers? The ability to do this well fits 
with all I have read about the importance of en-
gaging students through active learning in the 
classroom. If students are solving problems 
(rather than passively receiving information 
which they may consider irrelevant to their con-
cerns) enables active learning which effectively 
ignites the desire to know.  Here I am reminded  
of a professor of Buddhism who carefully planned 
his class sessions as puzzles be solved.  This same 
professor got the student award for best teacher 
on his campus..  
The precept ―be reasonable‖ challenged 
me to think about my own temperament and that 
of my students. To what extent am I open to a 
critical assessment of my own views and how 
might I help my students to be open to critical 
views?  This is a particular challenge for me be-
cause my area of study is one of wide-ranging 
convictions (or lack thereof) for many students.  
Indeed, students come to my classroom with wide
-ranging views on the Bible including antipathy, 
apathy, heartfelt devotion and everything in be-
tween. On the other hand, my own approach to 
the text is one based on a critical analysis knowl-
edge based on its historical, cultural and socio-
political context. As a teacher, ―being reasonable‖ 
includes maintaining a keen sensitivity to the po-
tential of what my students bring to the classroom 
in their understanding the Bible, even if it does 
always not conform to my own academic ap-
proach.  Modeling this openness may help en-
courage my students to do the same with their 
own thinking.    
Being more open to my students coincides 
with the last of the precepts that we discussed—  
―be loving.‖ This is perhaps the biggest challenge 
confronting me as a teacher of typically close to 
one hundred a semester. The precept calls for me 
to see each individual student as a person with 
their own ideas, dreams, fears, and challenges. 
One highlight of the seminar was a lunch  
discussion led by a faculty member, Becky Cox 
based on her recent book, The College Fear Fac-
tor, brought to light in a powerful way the com-
mon  disconnect and misunderstanding that ex-
ists between student and professor. As a result of 
our discussion of this book, and my reflections on 
the precept to ―be loving,‖ I have a new goal of  
reaching out in a more personal way to my stu-
dents, especially my struggling students, for the 
2010 fall semester. 
 
 Overall, I was glad for the opportunity to 
learn both from my colleagues and from our pre-
senter, Mark Doorley. I look forward to more 
campus conversations on teaching in the future. 
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    Teaching as an Ethical Act: Reflections 
 
James K. Daly 
When I saw the title of the seminar, I 
knew I wanted to attend. I‘ve been teaching for 
thirty seven years, sixteen of them at the middle 
school level, and twenty one here at the univer-
sity.  I, like all teachers, entered the field for many 
reasons. I originally chose it because of what I 
perceived as the ethical dimensions of the field. At 
the time the Vietnam War was raging, and I saw 
the corporate world as an enabler of what I 
sensed was a brutal and racist assault on an un-
developed and poor nation. In my eyes, education 
was an arena where one could work free of the 
questionable moral practices of business and in-
dustry. Much has changed since those days. The 
seminar provided a good opportunity for reflect-
ing on what I ―know‖ to be true now. 
 
I found the readings to be valuable.  Selec-
tions from ―Instructing Beginners‖ by St. 
Augustine provided a good foundation from 
which to explore teaching. The piece highlights 
the theme of reciprocal determinism, with 
teacher and learner influencing one another. This 
is a powerful concept when consciously used by 
the teacher, who with passion and commitment 
can have a significant impact on a learner. Con-
cern for the learner themselves, and with a genu-
ine commitment to the topic or field of study, cre-
ates an arena where both can grow in knowledge, 
skills and dispositions.  
Mark Doorley‘s article, ―Spiritual Exer-
cises in Cosmopolis‖ was timely and thought pro-
voking. I found his three contentions about the 
modern world to be compelling. He states that the 
lack of dialogue between competing perspectives 
and worldviews is largely due to the inability to 
move beyond one‘s horizons. From a different dis-
cipline, the work of Bishop and Cushing (2008) 
and of Hibbing and Theiss-Morse (2002) address 
this phenomenon from an American perspective. 
Their work suggests that ever stronger barriers 
are built within, and between, communities. 
These barriers are purported to be evidenced in 
the political partisanship that appears to be in-
creasing. They cite that large numbers of people 
refrain from newspapers, magazines, TV, or dis-
cussions that do not reflect their views. Even their 
choice of communities in which to live is so im-
pacted. This lack of dialogue creates within the 
self contained and self satisfied community a 
sense that their views are more widely shared 
than they are. Along with Doorley‘s work, their 
findings have significance for those of us in 
higher education. Ours is an arena where we can 
address these issues every day. Both overtly and 
covertly, our acts (and omissions) in teaching and 
assessing ―teach‖ much about community, valu-
ing alternate perspectives, and the importance of 
deliberation and dialogue. There are few other 
places in today‘s society where such can happen. 
Doorley also addresses the arts, finding 
them lacking in terms of critical analysis of cul-
ture. Indeed, popular culture seems to so domi-
nate the society that this lack seems insignificant. 
The arts are overwhelmed. When the society is 
inundated on radio, TV, magazines, newspapers 
and the internet with the day to day escapades of 
Britney Spears, Lindsey Lohan and Tiger Woods, 
who has time to consider issues of social justice, 
war, and religion? Can art, literature, and film 
help us examine the essence of being human in 
the context of celebrity and immediacy? Indeed 
popular culture takes aim at culture itself, elevat-
ing the vain and vile, while criticizing the tradi-
tional arts. ―The Real World‖, ―The Hills‖, and 
―Mo Nique‖ all promote uneducated unreflective 
liberated pre-pubescent perspectives. Although 
most of the popular culture emerges from large 
multinational corporations, much of it feeds on 
class differences, and builds on historical antago-
nisms to both education and the educated. 
 
The third focus Doorley provides is on the 
commercialization of the university. Indeed the 
university is far behind the pre-collegiate rush to 
consumerism. Cuban (2001) cited the demise of 
the historic civic mission of the schools to corpo-
rate imperatives. He contends that school ―report 
cards‖ are focused on a narrow range of knowl-
edge and skills identified as essential by corporate 
and political elite‘s. This rush to mediocrity, 
spurred on by the report of ―A Nation at Risk‖, 
has made low level basic skills a centerpiece of 
educational policy. Doorley seems to accurately 
describe the advance of such changes into the 
world of the university. From accreditation   
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agencies to presidential task forces, to the rise of 
marketing and cute slogans, the academy is under 
assault. This is an assault unlike any in the past, 
fueled by consumerism embedded in the society, 
an anti-education popular culture with powerful 
influences in all media forms, and a loss among 
many in the academy about their role in and their 
perspective in the mission of university. 
Doorley, in his writing and in the seminar, 
helped provide an arena from which to consider 
these challenges. His review of Lonergan‘s  In-
sight seems critical. The critique of common 
sense, and the focus on Cosmopolis as a potential 
remedy is interesting. My own hope is that dis-
cussion on these issues can continue beyond the 
seminar. At our own institution, and in schooling 
throughout the society, the aims of Cosmopolis to 
challenge, critique, and expose the ―truths‖ of 
any given group or groups, face institutional and 
social barriers. Schools as institutions are de-
signed to maintain the status quo, the known 
―truths‖. Even when that mission is tied to the 
need to prepare citizens able to examine and con-
sider alternatives, the task is difficult (Besag and 
Nelson, 1984).  The very nature of our institu-
tions, even how we teach, carries important 
learnings. The often unquestioned rush to tech-
nology (without compelling evidence of the con-
sequences) seems to suggest a pause to reflect. 
But, we can‘t, because everyone is doing it, and 
we must remain competitive. 
From corporate boards, to school admini-
strations, to families, we like seeing charts and 
data. Report cards of all types make sense, and are 
easy and quick to read. Despite the fact that more 
important and significant information appears to 
exist, we allow questionable data to drive deci-
sions. Data collection carries the facade of sci-
ence, but often unexamined is the very nature of 
the data and the data collection method itself. 
Doorley cites the teacher as a witness to the possi-
bility of alternatives. He expands on Lonergan‘s 
invitation to self appropriation through the class-
room, through the actions taken (and those not 
taken), with a conscious effort on the part of the 
teacher to be increasingly aware of their own in-
fluence from the general bias. 
Lonergan‘s work, as addressed in the 
readings and in the seminar discussions, seems 
congruent to the work of others.  Educational the-
ory, especially in my area of interest in social 
education, has a robust body of scholarship call-
ing on educators to question their own beliefs and 
practices. This scholarship promotes examining 
what we teach, why we teach it, and how we do 
so. It calls into question assessment procedures, 
and considers what we don‘t do in these areas to 
be of critical importance (building on the concept 
of the Hidden Curriculum).  
The seminar discussions were intriguing, 
and I wish there had been more time. The consid-
eration of who gets recognized and rewarded de-
serves more attention. The bureaucratization of 
our programs, especially in light of accreditation 
demands, needs discussion and reflection. The 
burgeoning growth of rubrics, rules, guidelines 
and checklists has the potential to stymie both 
teacher and learner. As Doorley commented in 
discussion, we need to be attentive, intelligent, 
reasonable, responsive and loving. Much in our 
routine way of doing things prevents this from 
happening.  
 
 During my teaching career I‘ve remained 
idealistic about teaching and learning, but it is an 
idealism tempered by a better understanding of 
society and of schools as institutions. I‘ve come to 
recognize that schooling by itself neither liberates 
the mind nor serves human progress (Counts, 
1962). We must recognize the distinction be-
tween schooling and education, and that for edu-
cation to serve human progress it must be con-
sciously so designed. Indeed Lynd‘s question, 
Knowledge for What?, poses similar questions. 
For what are we schooling the young? For what 
purposes do we educate? Even as a faculty mem-
ber in a college of education, time is not provided 
to address these questions. There are multiple 
page rubrics to fill out, reams of data to be re-
corded (now electronically so we get even larger 
reams of ‗scientific‘ data to look at). We generate 
data to generate data. We have mountains of 
data. Our accreditation agencies are happy, so, 
we must be doing well. It‘s just common sense. 
Thus, the need for more conversations. 
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 In an article for The Chronicle of Higher 
Education, David A. Hoekema identifies the uni-
dentified ethicists on college campuses.  The arti-
cle, entitled ―The Unacknowledged Ethicists on 
Campus,‖ appeared in the January 24, 2010 edi-
tion.  He identifies three groups:  faculty, student 
life professionals and student leaders on campus.  
The article became a source of insight for me 
about teaching as an ethical act in that those re-
sponsible for teaching are in positions of power 
vis-à-vis the students, not only in terms of the 
evaluation of student performance but in the 
shaping of student attitudes toward the life of the 
mind and the role of that life in the solving of 
contemporary social, political, economic and en-
vironmental problems. 
 A university, and certainly a Roman 
Catholic university, is not a place in which infor-
mation is simply deposited in waiting receptacles 
that are our students‘ brains.   The university is a 
place where whole persons are formed.  The uni-
versity is not merely interested in the ability of 
students to digest vast amounts of information, 
and accurately replicate that in an exam.  The 
university is also interested in the moral forma-
tion of its students, with the aim of graduating 
students who are more engaged, critical and re-
sponsible citizens.  What kind of moral formation 
or teaching are we talking about? 
 
 We are not teaching our students particu-
lar moral precepts about particular moral prob-
lems.  It is not the goal of the university that every 
student be against the Iraq War or fight to protect 
the life of the unborn.  No.  The point of the uni-
versity is to awaken in students their desire to 
know, and a desire to do what is consistent with 
that knowing.  However, such an awakening de-
mands a very different approach to education 
than we have normally taken.  There is a sense in 
which our system is set up to reward those stu-
dents most who can spit back on their exams, and 
in their papers, the ideas that we‘ve given them.  
Is that thinking?  Does that model enable students 
to really think, to be searchers, to value the pur-
suit of knowledge for its own sake?   
  
 
 The seminar involved reflection on the 
five transcendental precepts of the late Bernard J. 
F. Lonergan, SJ. These precepts are explicitly 
identified in the 1972 book Method in Theology,1 
but their development owes much to the work 
Lonergan did in his 1959 magnum opus Insight: 
A Study of Human Understanding.2 In what fol-
lows I will touch briefly on each of these precepts.  
The goal is to illuminate what it means to say that 
teaching is an ethical act, particularly in an insti-
tution which posits as its mission, at least implic-
itly, that it aims to form people who are engaged, 
critical and responsible citizens in the world.  The 
precepts are articulations of the desire to know 
and to act consistently with one‘s knowing.  That 
one wants to know is manifest in one‘s questions. 
That one wants to act consistently with one‘s 
knowing is manifest in the disease of one‘s con-
science in failing to so act, and in the satisfaction 
one experiences in success.  A detailed examina-
tion of the evidence for this claim is beyond the 
scope of this introductory essay, though the 
reader interested in such an examination should 
pick up Lonergan‘s Insight and then Method in 
Theology. 
 
 The first transcendental precept is ―Be At-
tentive.‖3  One is rarely purely attentive, so the 
precept is not aimed merely at getting us to sim-
ply ―turn off‖ our minds. The fact is that our at-
tention is always already patterned in some way. 
It is oriented by a concern, a question, a worry. 
Lonergan identifies several patterns of experience 
which impact our attending to our experience. By 
experience I refer to the date of my senses, my 
memory and my imagination. The most common 
pattern is the dramatic pattern of experience.4  
My attending to my experience is dominated by 
my concern to be somebody in the world. I am 
concerned with my own interests, my hopes, 
dreams, fears and worries. The pattern impacts 
what I attend to in the field of experience. If some 
aspect of experience doesn‘t pertain to my con-
cern about my future, I don‘t pay attention to it. 
 
 A less common pattern of experience, but 
one on which universities depend for their  
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existence, is the intellectual pattern of experience.  
In this pattern the concern is the relationship of 
things to each other.  It is not my fears and de-
sires that are central to my concern, but the 
world as it is, independent of me.  My attending is 
quite different in this pattern, as my concern is 
not my self, but things in relationship to each 
other.  Think of the scientists pursuing answers to 
questions about a theory in physics, or in biology, 
or in chemistry. Think about the doctoral student 
who is consumed for hours in the pursuit of 
questions related to her dissertation.  People can 
become consumed by this desire, so much so that 
they forget to eat or sleep. 
 
 A pattern that we all experience is that of 
the biological pattern.  The body has demands for 
sleep and nourishment.  When these demands are 
not met, they can interfere with my capacity to 
attend to anything other than the satisfaction of 
these demands.  The increasing need for breakfast 
programs at public schools in this country is evi-
dence that a child with an empty stomach will be 
paying more attention to the hunger pangs than 
he will to his ABCs. 
 
 Professors must be attentive to their own 
patterns of experience, and be sensitive to the 
patterns of experience operative in their students.  
Students and professors alike can come to class 
dominated by a variety of desires:  the desire to 
earn a living, to be understood, to reach a certain 
status, to pass a required course, etc.  A professor 
is responsible to ascertain, to the best of her abil-
ity, what concerns students have in approaching 
a course.  Having some sense of student concerns 
can lead to insights into pedagogical strategies 
that will be successful.  When students experi-
ence their concerns being registered by a profes-
sor, it goes a long way to creating an effective 
working relationship in the classroom. 
 
 The second transcendental precept is ―Be 
Intelligent.‖  The primary goal of the teacher in 
the classroom is to facilitate insight.  We want 
our students to grasp the material presented in 
the course.  We also want them to be able to ar-
ticulate what they understand.  To be intelligent 
reminds the teacher of her primary responsibility:  
to set the conditions under which understanding 
is reached.  Those conditions are the images, 
words, experiences that a teacher can utilize.  
However, the student must desire to understand.  
The most creative images and experiences in the 
world will not be effective if the student has no 
desire to understand.  Hence, before any learning 
can take place, a student must desire to under-
stand, and the teacher needs to awaken that de-
sire.  Here is a place where a faculty member 
must understand herself as one on a team at a 
university.  It is highly unlikely that in one course 
a teacher can make a student go from no desire to 
understand to a desire to understand.  However, 
as a member of the team, building on what has 
gone before, he or she can be successful.  It be-
comes critical, then, how students are brought 
into the intellectual life of the university. Does the 
university‘s first year curriculum emphasize the 
love of learning, the joy of understanding, the ex-
citement that comes from solving a difficult intel-
lectual puzzle?  These are questions that the insti-
tution as a whole must address, but faculty mem-
bers have a role to play in those answers. 
 
 The fact is, though, that there are forces at 
play that hinder the development of the desire to 
know. Lonergan calls these biases of human con-
sciousness,5 and there are four. What is common 
amongst them is their tendency to truncate the 
pursuit of knowledge.  The first is the dramatic 
bias which is often idiosyncratic to the develop-
ment of an individual.  The individual has  a blind 
spot, perhaps caused by some traumatic event, 
that disables his ability to pursue certain lines of 
questioning.  The second bias is the individual 
bias which is self-centeredness.  Questions that 
are not directly related to self-interest are not en-
tertained.  The third bias is group bias, which is a 
technical term for prejudice.  Groups form blind 
spots which undermine the ability to clearly in-
vestigate situations since there is a vested interest 
in maintaining the status quo.  The fourth and 
final bias is the general bias.  This is the most 
prevalent bias in human consciousness and it 
manifests itself as a rejection of theoretical ques-
tions.  The goal of common sense is to get things 
done, so there is no interest in pursuing theoreti-
cal questions, since common sense doesn‘t grasp 
the connection between the theoretical and the 
practical.  In fact, common sense militates against 
grasping that connection.  All manifestations of 
the rejection of the life of the mind or of the value 
of intellectual inquiry is a manifestation of gen-
eral bias. 
 
 A recognition of these biases is critical for 
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the teacher in the classroom because they can and 
do impact his or her own consciousness, and so 
influence the choices he or she makes in the 
classroom.  They are also operative in the con-
sciousness of students.  It is imperative to enable 
the desire to know to gain the upper hand in its 
struggle with these various flights from under-
standing.  This is both an institutional level con-
cern and a concern for the faculty member.  
 
 Complicating this even more is the fact 
that each individual in the classroom has a 
unique combination of these biases operative at 
any one time.  The goal of this precept is not to 
manage to undermine the influence of all biases 
in all students.  The goal is to move in that direc-
tion, to understand the polymorphic reality of any 
given group of students, operating with some 
combination of these biases.  It invites a more 
complex analysis of what is needed to achieve the 
pedagogical goals of one‘s course. 
 
 The third transcendental precept is ―Be 
Reasonable.‖  Insights are a dime a dozen.  A 
bright idea comes along regularly.  However, the 
desire to know is satisfied only when we have un-
derstood something correctly.  So, the insight I 
have had about some part of the material in class 
leads automatically to a further question:  have I 
understood correctly?  A student pursues this 
question by asking questions of clarification, or 
comparing her insight with what the professor is 
saying, or testing her understanding by sharing it 
with a peer who seems to have mastered the ma-
terial.  Being reasonable is to be critical of what 
one thinks one knows.  This is important for both 
student and professor.  It is a mode of being self-
less, since the concern is not with whether or not 
my understanding makes me feel comfortable, or 
satisfies my own self-centered desire, or is good 
enough.  What ―be reasonable‖ insists upon is 
that I have the grounds or evidence upon which 
to affirm that I have understood something cor-
rectly. 
 
 
 There are several elements to this precept.  
The first has to do with temperament.  Some peo-
ple are more impulsive, so that they reach judg-
ments quickly.  This can backfire if they don‘t 
have all the information. Other people are indeci-
sive, so that even when the evidence is over-
whelming that a particular insight is correct, they 
hesitate.  To be reasonable demands different 
things from people of either temperament.  The 
first movement toward an adequate response to 
this precept is the ancient adage, Know Thyself.  
 
 A second element has to do with trusting 
the process of learning itself.  The teacher ought 
to encourage students to engage in the whole 
process, to be unhurried in their search for cor-
rect understanding, to trust that their desire to 
know will give rise to further questions which 
may undermine their initial insight or modify it 
significantly.  The bottom line here is that insights 
are a dime a dozen, and so having an insight is 
insufficient for knowledge of a subject.  Knowl-
edge in only reached when one can make a judg-
ment that the evidence is sufficient to affirm par-
ticular insights.  Judging the sufficiency of the 
evidence is a function of one‘s mastery of the field 
of study, leading to the third element. 
 
 Students in a subject are not going to ar-
rive at mastery at the end of one semester.  The 
faculty are in a better position vis-à-vis mastery 
of the field, but even they, given the vastness of 
the knowledge today, need to recognize the limit 
of their immanently generated knowledge and 
their reliance on a world-wide community of 
knowers.  There is much that we claim to know 
that we know only because we trust the authority 
of those who do know.  Surely, in a biology class, 
the students are not going to be masters of the 
subject after one semester, but the professor can 
introduce the students to the world-wide commu-
nity of researchers in biology, and to the process 
by which this community of learners vets each 
person‘s work, and the grounds that exist for af-
firming what this collaborative enterprise 
achieves in terms of correctly understanding the 
biological world.   
 
 ―Be reasonable‖ is a call to being critical, 
to challenging one‘s own hunches, to unearthing 
the evidence to support one‘s insights, to taking 
the time to explore further relevant questions, to 
trust in the community of knowers whose ongo-
ing and cumulative results are available to sup-
port one‘s individual pursuit of knowledge.  It is a 
faculty member‘s duty to introduce students to 
the demands of reasonableness in their own study 
and to the community of those who are in pursuit 
of answers to the same questions.  
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 The fourth transcendental precept is to 
―Be Responsible.‖  Lonergan‘s work is aimed at 
facilitating the insight that the human subject is a 
knower, oriented by the desire to know which 
unfolds first in one‘s experiencing, then in one‘s 
insights into that experience, and then in one‘s 
judgments that one‘s understanding is correct.  
But the desire to know is not satisfied by merely 
knowing what is the case.  The desire to know the 
truth becomes a desire to do the good, either by 
doing that which will maintain an already 
achieved and valuable situation, or doing that 
which will make an already existing situation 
better.  The desire to know demands a consistency 
between one‘s knowledge and one‘s doing.  Evi-
dence of this demand can be found in the ten-
dency to avoid thinking about the moral demands 
of one‘s situation, or in rationalizing one‘s pre-
ferred plan of escape, or by throwing one‘s hands 
up in despair at the possibility of moral behavior.6  
Education involves judgments of value about the 
reality that one comes to understand in one‘s edu-
cation.  What is judged not valuable, or insuffi-
cient in some way, leads to a further question:  
What can I do to make things better?  A univer-
sity is a place where students should be prepared 
to pursue these questions, and act on them.  The 
classroom is a critical place where this task is re-
alized. 
 
 The notion of the good is a difficult one to 
parse.  One can speak of the good as the object of 
desire.  As such, the good is multiple, since every 
person has some set of desires, and the object of 
those desires is an instance of the good.  There is, 
though, superimposed on this set of goods as the 
object of desire, the good of order, by which these 
goods are achieved.  Finally, there is the good as 
value which is manifest in the particular good of 
order that is chosen to facilitate the satisfaction of 
individual desires.  A syllabus is a kind of good of 
order.  It seeks to facilitate the satisfaction of mul-
tiple desires.  What is in the syllabus, how the 
course is set up and administered, is a function of 
the values that the professor judges most impor-
tant.  A university may try to achieve uniformity 
among syllabi in light of some communal value 
or values.  For instance, requiring that all profes-
sors include a statement about academic integrity 
in their syllabus identifies academic integrity as a 
university value that is not subject to individual 
professors‘ judgments and so satisfying individual 
student desires will be mediated, in part, by an 
academic integrity policy.  
 
 A meditation for a faculty member might 
be to examine his or her syllabi with this ques-
tion:  what values dictate the way in which my 
syllabus is set up?  Are those the values I want to 
espouse?  Are there values I hold dear that are not 
evident in my syllabus?  As an institution, are 
their values espoused by the institution that are 
not mandated in syllabi?  Should they be?  Is 
there a university value that they not be so man-
dated?  In light of David Hoekema‘s reflection on 
the ethicists on campus, it is critical that the indi-
vidual professor and the institution examine poli-
cies and procedures, syllabi and assignments, in 
light of the values that the professor and/or insti-
tution explicitly or implicitly endorse. 
 
 The last transcendent precept is ―Be Lov-
ing.‖   Teaching is a relationship between per-
sons.  And we ought to meet each other precisely 
as persons.  What is a person?  A person is a unity 
identity whole characterized by the capacity for 
questions, for answering those questions satisfac-
torily and for living in accord with those answers.  
A person is also characterized by the more or less 
successful engagement with those capacities.  
Moreover, and in the deepest sense, each person 
is characterized by hopes and dreams that more 
or less reflect his or her self-understanding, 
achieved to that point.  This is as true of teacher 
as it is of students.  Loving is the activity in which 
persons engage with persons.  So, ―be loving‖ 
captures the responsibility that teachers AND stu-
dents have to respect the hopes and dreams of the 
other.   
 
 St.  Augustine is a good exemplar of this 
precept, both in his failure and his ability to live 
up to it.   In the Confessions, Augustine recounts a 
young man with whom he found fast friendship.  
They pursued philosophical questions, and 
Augustine succeeded in dragging this fellow away 
from the Christian faith in their pursuit of truth.  
The fellow fell very ill, and was baptized as his 
death seemed imminent.  Augustine, who was at 
his bedside throughout the illness, knew his 
friend would make light of the so-called baptism 
when he should be well enough to speak of it.  As 
it turned out, Augustine was wrong, and when he 
proceeded to engage his friend in satirical com-
mentary of his baptism, the young man in no un-
certain terms told him to be done with such talk 
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if he wanted to be his friend. The young man 
soon died.7 
 
 In another case, Augustine was friends 
with a student named Alypius whom he loved 
dearly.  Alypius got involved in the Games of Car-
thage and lived for the thrill of violence.  
Augustine felt unable to engage him as Alypius‘ 
father forbad his son to attend Augustine‘s course.  
However, Alypius, from love for Augustine, ap-
peared one day at Augustine‘s class.  In pursuit of 
a worthy example for a point he was making to 
his students, Augustine began to speak of the fri-
volity of the Games.  Not intending this for 
Alypius at all, Alypius took his words to heart and 
that day changed his ways.8  
 
These two incidents demonstrate some-
thing important about the teacher-student rela-
tionship.  In the first Augustine was so in love 
with himself that he could not see the impact of 
the near death experience on his friend.  Con-
sumed by self-interest, Augustine wanted to make 
fun of his friend‘s Christian commitments.  This 
inability to love his friend for his friend‘s sake 
caused Augustine to be unable to be a friend, and 
in fact to lose a friend.  In the second incident, 
Augustine has moved away from a self-centered 
love for his friend Alypius.  He is in pain at 
Alypius‘ life style, but he is powerless to inter-
vene.  However, his constant love for Alypius, 
even in the midst of his misguided lifestyle, 
prompted a critical self-examination by Alypius, 
completely unintended by Augustine. 
 
The point here is that loving our students, 
engaging them as persons with hopes and 
dreams, and perhaps misguided in those hopes 
and dreams, makes possible the insights in to self 
that are at the core of the liberal arts education 
that Seton Hall University offers its students.  It is 
difficult to love individual students. It is difficult 
to get to know students in a semester, in required 
courses, let along come to love them.  However, 
what the precept points to, and these Augustinian 
vignettes suggest, is that a loving attitude toward 
our students, an excitement about teaching them, 
a enjoyment of our vocation as professors, can set 
the conditions for an education of the whole per-
son that our institution values.  
 
In the text ―Instructing Beginners in 
Faith,‖ Augustine describes the relationship                 
between teacher and student that can serve as a 
model for all of us. 
 
Now, if we find it distasteful to be  
constantly rehearsing familiar phrases t 
hat are suited to the ears of small children,  
we should draw close to these small children 
 with a brother's love, or a father's or a 
 mother's, and as a result of our empathy with 
 them, the oft-repeated phrases will sound 
 new to us also. For this feeling of compass
 sion is so strong that, when our listeners are 
 touched by us as we speak and we are 
 touched by them as they learn, each of us 
 comes to dwell in the other, and so they as 
 it were speak in us what they hear, while we 
 in some way learn in them what we teach. 
 Isn't this what generally happens when we 
 are showing people who had never before 
 seen them those impressive and beautiful 
 sights, in the city or in the country, that we 
 had grown used to passing by without the 
 slightest pleasure because we had already 
 seen them so often? In showing them to  
others do we not find that our own enjoyment 
 is revived by sharing in the enjoyment  that 
 others derive from seeing them for the  first 
 time? And this we experience the more  in
 tensely, the closer our friendship with one 
 another is, for the more the bond of love al
 lows us to be present in others, the more what 
 has grown old becomes new again in our own 
 eyes as well .9 
 
 
The challenge of Augustine here is to re-
late to our students as a mother might to her 
child, or a sister to a brother.  Compassion should 
be the mark of our relationship with our students.  
It is this compassion that can motivate students to 
accept our invitation into the process of learning, 
and so discover for themselves the satisfaction of 
pursuing a question to its end, and then acting in 
harmony with the answer, to bring into existence 
a world that can only be born with their commit-
ment and their struggle. 
 
This essay serves as an introduction to a series 
 of reflections by participants in the faculty 
 seminar.  I have tried to capture in words 
 here the substance of what I had to say in my 
 remarks during the seminar. I‘m sure there 
 was much more that I had to say in the  
productive give and take with the faculty.  I 
 hope, though, that this essay gives the reader 
 a sense of what  I offered the faculty.  In the      
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 end my hope was to encourage reflection on  
 teaching as an ethical act. The reflections that  
 follow suggest that I have accomplished that in  
 ways that I could not have envisioned prior  
 to our gathering. 
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 ―…Every class is to some degree a class in 
ethics.‖ (Hoekema). I focused on this quote for 
two reasons; I just finished teaching a class on 
contemporary moral issues to thirty undergradu-
ates and I was ―one of the professors standing in 
front of their classrooms,‖ therefore one of the 
―ethics experts on campus.‖ So the idea struck me 
as having both theoretical and practical aspects to 
it, though, truth to tell, the thinking about the 
practice and being a practitioner of the theory 
does not automatically make them easier to write 
about. 
 I don‘t know whether David Hoekema was 
a student of Bernard Lonergan‘s or not, certainly 
his language and expressions do not suggest that: 
but Lonergan‘s dicta; Be Attentive, Be Intelligent, 
Be Reasonable, Be Responsible, Be Loving are 
clearly reflected in his paper.  ―For it is not so 
much the content as the conduct of classroom 
discourse that shapes students‘ conceptions of 
how to lead their lives.  Students learn what it 
means to disagree forcefully but respectfully, and 
they observe how much or how little concern 
their instructors show when a student is unable to 
grasp critical concepts. Professors teach students 
about morality by the ways in which they grade 
tests, structure assignments, and respond to stu-
dent complaints.‖ It is a sobering thought to con-
template that how we do what we do is equally if 
not more important than what we are teaching. 
 
 Hoekema is also clear that students are 
greatly influenced by the instructors‘ witness to 
their understanding of their own vocation.  Stu-
dents ―can see the difference between a dedicated 
teacher and one who is merely earning a pay-
check, between an insincere and a genuine com-
mitment to students intellectual and personal 
welfare. These differences inform students‘ reflec-
tions on their own vocational plans and shape the 
students‘ sense of what it means to do one‘s life 
work with integrity and commitment.‖ Webster 
defines vocation as ―a call to enter a certain ca-
reer, especially a religious one.‖ A call implies 
both a caller and at least the possibility of a re-
sponse.  
 The idea of witnessing plays a major role 
in Lonergan‘s thought as well. Lonergan defines 
self-appropriation as ―knowing what it is to 
know; why these operations constitute knowing; 
and knowing the basic outline of what is known 
when it is known.‖ (Doorley) ―It is self-
appropriation that serves as the key to member-
ship in cosmopolis.‖ Cosmopolis is a notion of 
Lonergan‘s that cannot clearly be defined, but as 
Doorley tells us Lonergan provides us with a 
number of heuristic qualities that can give us a 
cleared idea of what cosmopolis might be. The 
primary focus of cosmopolis is that it appeals to 
the ―innate intelligence of people to achieve its 
ends. Second cosmopolis aims to make operative 
the timely and fruitful ideas that otherwise are 
inoperative. This is achieved by witness rather 
than by force. Third it is intently concerned with 
the myths and rationalizations that are created by 
the powerful to shield their ‗great ideas‘ from cri-
tique. Fourth cosmopolis must be purged of its 
own tendencies to follow the general bias of com-
mon sense. Fifth and finally it is not easy.‖ 
 
 I first read or attempted to understand 
Lonergan decades ago and found the fifth de-
scriptor, while the shortest, most apt. Older now 
and presumably wiser, I can see the great value in 
rereading, or really, reading Insight.  I am espe-
cially intrigued and happy with Doorley‘s invita-
tion to the faculty of Seton Hall to form a study 
group and read and discuss Insight together. His 
rationale for approaching Insight in this way is 
very compelling. He says, ―The insight I‘ve had 
concerns the importance of witness to a particu-
lar person taking up the invitation to self-
appropriation. The conditioned is that the witness 
of one or more to the reality of self-appropriation 
in their own lives is a necessary antecedent to the 
invitation extended in a book like Insight.‖ Dr. 
Doorley not only expressed the thought in a com-
pelling manner, he actually witnessed to the role 
self-appropriation is playing in his own life.  
 I am very pleased with Msgr. Liddy‘s re-
sponse to the challenge in offering to form a                 
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study group to do just that. The value of Mark 
Doorley‘s excellent presentation and the insight-
ful questions and responses of the Seton Hall fac-
ulty to his presentation will be greatly enhanced 
by this continuation of the discussion. At the same 
time the university will be continuing to demon-
strate one of the important signs of vitality, 
namely the discussion of intellectually important 
ideas across the departments, schools and colleges 
of the university. 
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 In the faculty seminar, ―Teaching as an 
Ethical Act,‖ Dr. Mark Doorley of Villanova Uni-
versity devoted considerable attention to Bernard 
Lonergan‘s notion of ―general bias.‖  In this short 
essay, I would like to present my understanding 
of this idea (aided by Dr. Doorley‘s interpreta-
tion) and show its connection to the sociological 
enterprise.  I will then consider the process 
through which such bias can be minimized if not 
transcended, arguing on behalf of sociology‘s dis-
tinctive role in such a project.  The thesis to be 
advanced is that ethical teaching must involve the 
transition from ―common-sense‖ thinking to 
what I call ―contextual‖ thinking, then to 
―foundational‖ thinking, and finally to 
―empirical‖ thinking.   Such a journey, it is ar-
gued, needs to be made by both students and 
teachers.  
 
 For Lonergan, ―general bias‖ involves the 
disparagement of theoretical thinking in favor of 
―common-sense‖ thinking.  The latter is by defi-
nition narrow, focusing as it does on the here and 
now, on particular situational circumstances.  In 
sociological terms, such thinking is part and par-
cel of our ―taken-for-granted‖ world.  It involves 
what the psychologist, Jerome Bruner, among 
others refers to as ―narrative‖ knowledge.  In the 
social problems literature (under the heading of 
―social constructionism‖), narratives are seen as 
particular versions of the truth that consist of 
―claims‖ that we make about reality (the putative 
causes of events, as well as the interventions that 
need to be made in relation to those causes in 
light of any ―grievances‖ that we might have).  
Social constructionism eschews any inquiry into 
the validity of the claims that are made.  But, 
what is the source of these particularized ac-
counts of reality?  From a sociological perspec-
tive, they derive in large part from the ―collective 
consciousness‖ (to draw on Durkheim‘s term) of 
our particular social community of reference.  
(Sociology recognizes, of course, that the 
―collective consciousness‖ is appropriated to dif-
ferent degrees by individual members of the com-
munity.)   The content of our ―common-sense‖ 
viewpoint is thus shaped to a significant extent by 
our ―group bias‖ (to use Lonergan‘s term).               
Our ―common-sense‖ viewpoint is by its 
very nature ―pre-reflective.‖  It is expressed in 
the form of a life narrative that is assumed to be 
true.  To engage in ―common-sense‖ thinking is 
to approach reality in a way that disengages one 
in large part from the ―intellectual pattern of ex-
perience‖ (to draw on Lonergan‘s term), and im-
merses oneself in the ―dramatic pattern of experi-
ence.‖  The former seeks more general knowledge 
about the world, while the latter is content with 
practical knowledge about the unique circum-
stances and dilemmas which one finds oneself 
having to deal.  The sociological perspective is 
well suited to help us make this most difficult and 
necessary leap from ―common-sense‖ thinking to 
what I call ―contextual‖ thinking, from the 
―dramatic pattern of experience‖ to the 
―intellectual pattern of experience‖ from ―pre-
reflective‖ consciousness to ―reflective‖ con-
sciousness.  By ―contextual‖ thought I mean the 
process by which one‘s narrative is juxtaposed 
with other narratives.   This is ―reflective‖ in a 
double sense.  First, we bring our own taken-for-
granted reality to the level of self-conscious 
awareness. We become aware of our own blind 
spots and see how they are generated by a 
―dramatic‖ self-absorption that is supported by a 
group bias of some kind.  In the language of the 
sociology of knowledge, we begin to appreciate 
the narrowness of our perspective on reality, and 
the pivotal role played by our social location 
(ethnic, gender, class interests most prominently) 
in sustaining the ―plausibility‖ of this perspective.  
In Lonergan‘s terms, we need first to ask the 
question, ―Why do I believe what I believe?‖ and 
the sociological perspective can assist us in fash-
ioning an ―insightful‖ response.  But, then, this 
can and should lead to another question, ―Why 
do others believe what they believe?‖ and once 
again, the sociological perspective can play a con-
structive role in our understanding of this phe-
nomenon.  (We obviously need to avoid any kind 
of sociological reductionism.  The sociological ex-
planation of why we believe what we believe is 
not the only one.  What those explanations would 
be cannot be considered in this essay).   This 
would or should lead to a third question, ―How 
does my common-sense view relate to the other     
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common-sense views?‖  To draw on the socio-
logical thought of Peter Berger, this involves the 
relativization of consciousness, which occurs 
when we begin to appreciate the fact that what 
we viewed at the common-sense level as absolute 
is in fact one of many possible definitions of real-
ity.  It is at this point that we have ―contextual‖ 
knowledge.  One insight at this level of con-
sciousness might be that one person‘s problem is 
another person‘s solution, and vice versa (to draw 
on the work of the sociologist, Robert Merton).  
According to the sociologist, Harry C. Bredemeier, 
understanding (of an intellectual not common-
sense nature) is achieved when we begin to real-
ize that the various points of view reflect very dif-
ferent ―decision-variables‖ (character and iden-
tity variables).    
 
Possessing ―contextual‖ knowledge as I 
am defining it can and should lead to a fourth 
question, ―Is there a way to harmonize or recon-
cile the various claims that are being made in the 
interest of a viable social order, one grounded in 
consensus rather than power?‖   The goal here is 
to construct together a just social order, rooted in 
an ethical principle that can be embraced by all 
parties.  If a ―common-sense‖ viewpoint is 
―precontextual‖ in nature, which if the right 
questions are asked can lead to contextualized 
knowledge, then the issue of harmonization re-
quires some degree of ―decontextualization,‖ in 
which the parties distance themselves from their 
particular narratives (with all of the blind spots 
attendant to them) and begin to define their 
stance as that of the ―impartial spectator‖ (to 
draw on Adam Smith) or the ―generalized 
other‖ (to draw on George Herbert Mead) within 
an inclusive system of action.   An agreement on 
the ethical or justice principle can then lead to an 
appreciation of how existing social arrangements 
diverge from it, an insight that can lead to 
―recontextualization,‖ which brings social ar-
rangements in line with the established principle. 
This stage in consciousness requires sound 
―empirical‖ knowledge so that the appropriate 
buttons can be pushed to recontextualize the so-
cial order.  The question to be answered at this 
stage is: ―What means are needed to bring the 
existing reality more in line with the foundational 
principle?‖   From Lonergan‘s perspective, the 
question is:  ―Which ‗good of order‘ is needed to 
harmonize the ‗particular goods‘ that are re-
flected in the individual narratives embraced by 
the respective parties?‖ The answer for Lonergan 
is that the community needs to identify ―values‖ 
that can underpin the ―good of order‖ that is be-
ing constructed.     
 
Let me conclude with a comment or two 
on the question of who is to take this unsettling 
yet exhilarating journey from ―narrative‖ knowl-
edge to ―contextual‖ knowledge to 
―foundational‖ knowledge to ―empirical‖ knowl-
edge.   I would argue that both students and 
teachers should take it, and that each can assist 
the other in meaningful ways.  Teachers have a 
moral responsibility to encourage their students 
to embark on the journey from the narrative to 
the contextual to the foundational to the empiri-
cal; and sociologists in particular have a definite 
role to play in fostering such a development in 
consciousness.  It is the responsibility of profes-
sors to convey to their students that there are in 
fact four distinct domains of knowledge that can 
and should be integrated.  On the other hand, 
professors come to the classroom with their own 
―common-sense‖ viewpoints that need to be 
―contextualized,‖ ―decontextualized‖ and 
―recontextualized.‖   We need to create a class-
room climate that would allow students to freely 
and openly bring to light any blind spots 
(pedagogical and otherwise) that their professors 
may have, and to juxtapose them against alterna-
tive common-sense viewpoints (including of 
course those held by the students themselves).  
Part of the mission of every course is for the pro-
fessor and his/her students to explore together 
their respective blind spots (not only with respect 
to the course content but also with respect to how 
the course is run) in such a way that the full de-
velopment of consciousness can evolve for both 
parties.  This needs always to be the central moral 
imperative driving educational activity . 
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It has long been believed that universities, 
both secular and religious are institutions where 
ethics is not just a concept but a part of their 
teaching mission.  Historically, that has been true.  
But, what of today? 
 
According to Dr. Mark Doorley, the facili-
tator for the faculty seminar, that‘s not so today.  
In a paper he delivered in Mainz, Germany in 
2007, he proposed that, rather than teaching eth-
ics …. ―the university has become more a tool of 
economics and politics than as a center for the 
pursuit of truth.‖1 He cited the above as one of 
the reasons that he feels ―we live in very disturb-
ing times.‖2 
 
Is there reason for concern? Are not the 
universities only mirroring the world in which 
they dwell? 
 
Seeming to echo the concern Dr. Doorley 
has about the time in which we live, Maia 
Szalavitz, well-known journalist and Bruce Perry 
M.D., Ph.D., adjunct professor of Psychiatry at the 
Northwestern University School of Medicine in 
Chicago have written a book,  Born for Love 
which deals with the lack of empathy in America.  
And they, too, ask a leading question in their In-
troduction:  ―So, why should I care?‖3 
 
The two statements basically refer to the 
same thing plus the question of caring could also 
be applied to Dr. Doorley‘s statement. 
 
Although Dr. Doorley was referring to the 
sad fact that students have lost the desire to know 
just for the sake of knowing and Ms. Szalavitz 
and Dr. Perry were  referring to the lack of empa-
thy that undermines the interconnectiveness of 
people in a society, they‘re both referring to a de-
crease of morality in our society. How do these 
two concepts mirror one another? 
 
On the one hand, Dr. Doorley was deplor-
ing the trend for universities to veer away from 
addressing the whole person of the student. To-
day, universities are traveling down the road of 
training career professionals and are neglecting 
to encourage them to think reflectively.  In nar-
rowing the field of knowledge to just what it takes 
to get a job after graduation, they run the risk of 
producing students who don‘t want to think 
about other people‘s problems; who rationalize 
about what they, as individuals can do about soci-
ety‘s problems and who eventually give up – be-
come morally impotent preferring to concentrate 
on their own small worlds rather than address the 
larger picture. 
 
At the same time, Szalavitz and Perry are 
stating that our lack of empathy is endangering 
society as a whole – that ―recent changes in tech-
nology, child-rearing practices, education and 
lifestyles are starting to rob children of necessary 
human contact and deep relationships – the es-
sential foundation for empathy and a caring, 
healthy society.‖4 
 
The answer to all the above questions is a 
resounding ‗Yes.‘ And all offer similar solutions: 
Szalavitz and Perry propose that education is one 
of the key elements … 
 
Schools also need to be engaged and helped 
To become developmentally aware. It is  
Remarkable how many of the elements of  
Modern education decrease the opportunities 
For healthy relational interactions and by  
Doing so actually undermine the core mission 
 of education. ...5 
 
 Szalavitz and Perry are referring to ele-
mentary and secondary education.  Dr. Doorley 
focuses on the universities and suggests that they 
can reverse this trend by returning to their origi-
nal mission. They can set up conditions under 
which students become passionate about learn-
ing.  In an idealistic way, the university could fos-
ter the concept that they, the students, as mem-
bers of society, are responsible for history – the 
way the world is today and the way the world 
could be tomorrow.  Rather than see themselves 
as cogs in a wheel, students could see themselves 
as agents of change. 
 
 To begin this process of reversal is to turn  
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to the group that encounters the students on a 
daily basis: the faculty. David Hoekema, in his 
January 24th article for The Chronicle for Higher 
Education, paints a picture of the influence the 
faculty wield on students: 
 
 The first and most prominent group {of 
 ethics experts} consists of the professors 
 standing in front of their classrooms. 
 Whether consciously or unconsciously,  
 whether systematically or haphazardly,  
 they serve as moral guides to students. … 
 Even if only a few courses explicitly deal  
 With ethical questions, every class is to  some 
 degree a class in ethics.6 
 
 Acknowledging this influence, how does 
the faculty go about reversing this trend away 
from ethical teaching?  Dr. Doorley proposed 
what could be titled, for want of a better appella-
tion, ―The Lonergan Way.‖  All through the semi-
nar, he focused on Bernard Lonergan‘s works, 
especially in the area of human consciousness, as 
guides toward an ethical act of teaching.  The fol-
lowing represent some of the guides the faculty 
should follow to achieve that quality of teaching. 
 
First, we must be attentive:  to ourselves – 
to our senses - touching, seeing, tasting, desires, 
what we imagine in our fantasies; also, we must 
be attentive not only to one‘s discipline but also to 
other disciplines – to attempt to break down the 
―silos of education.‖ The compartmentalization of 
disciplines – to see the connectiveness in educa-
tion; and finally, be  attentive to our students – 
what they are doing when not in the classroom, 
what is going on in their lives elsewhere on cam-
pus. 
 
Being attentive also means being aware of 
patterns of experience – the day to day occur-
rences that happen to both professor and student.  
For instance, a student athlete experiences more 
physical stress than the average student.  That 
fact could make a difference in how the student 
interprets the information given in class.  
 
Another guide, or as Dr. Doorley called 
precept, is be intelligent – in imparting informa-
tion we must be aware of the various biases eve-
ryone has which can get in the way of learning.  
He noted that Lonergan cited four biases that 
hamper solving things in the classroom:  
 
 
       
 1. dramatic bias — some trauma in one‘s life  
 that creates a ―blind‖ spot in certain areas; an  
 example would be a student who was adopted 
 and could not overcome the feeling of rejec- 
 tion by her/his birth parents. 
 
 2. individual bias — a selfishness, or self- 
 centeredness; an example would be the sense 
 of entitlement which is so prevalent in today‘s 
 society. 
 
 3. group bias — one group feels it hold a  
 better place in society than other groups;  
 there are many examples of prejudicial  
 feelings toward minorities in society. 
 
  
The key for educators is to try to offset these bi-
ases by setting up conditions so that students gain 
insight to solve problems or understand the mate-
rial.  Explain your course to the students – all stu-
dents have acquired certain bits of knowledge 
about the course but not the whole story.  A full 
explanation helps the learning process. 
 
A third precept is to be reasonable – be 
alert, familiar with the situation; know one‘s own 
limits. The first step in that process is to be silent 
– to listen to, not just hear, the music behind the 
students‘ words.  Then ask relevant questions that 
will help the students gain insight.   
 
A fourth precept is be responsible –act 
consistently with what you know and do – of do-
ing the ―good‖.   One ―good‖ is the good of order, 
which Lonergan cites as the way in which we or-
ganize ourselves so that each of us can attain 
what we desire. A classroom ―good of order‖ is 
the syllabus: inform the student that this is a con-
tract and going over the syllabus, point by point, 
gives the students some idea of what is expected 
of them.  Another very practical ―good of order‖ 
is to learn the student‘s names.  Still another is to 
have conversations at the beginning of class. 
 
The final precept and one that is the most 
important: be loving.  Care about students; learn 
as much as you can about their lives outside the 
classroom as they feel comfortable in telling you.  
Get involved with your students. 
 
And, finally, be passionate about what  
you do. In so doing, you create that passion in 
your  students that is so necessary in learning—a  
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passion that opens minds; that engages the entire 
person; that awakens the desire in students to 
know; that awakens a desire to act consistently 
with what they know; that awakens the desire to 
live an ethical life. 
 
 It is no coincidence that Dr. Doorley, Maia 
Szalavitz, and Dr. Perry emphasized the need for 
love for a society to flourish. They were only 
echoing what Christ has said: We must love one 
another. 
 
 
 
 
 
References 
 
 Perry, Bruce D., M.D., Ph.D. and Maia 
Szalavitz. Born for Love. (New York: Harper-
Collins, 2010). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
—————————— 
 
 1. Essay presented at the 4th International Lonergan Con-
ference, Mainz, Germany, January 2007, p. 2. 
 2. Ibid. 
 3. Szalavits, Maia and Perry Bruce, M.D., Ph.D.; Born for 
Love (New York, Harper Collins, 2007) p.1. 
 4. Ibid. Book Jacket. 
 5. Ibid. p.316 
 6. Hoekema, David, The Unacknowledged Ethicists on 
Campuses, The Chronicle for Higher Education (January 24, 2010): 
p.1.  
 
32 
 
  Instructions for leading a life. 
  Pay attention 
  Be amazed 
  Tell about it … 
                    (Mary Oliver) 
 
 Mark Doorley‘s seminar on ―Teaching as 
an Ethical Act‖ was an occasion for revisiting a 
pressing topic, that is, how to introduce people to 
the thought of Bernard Lonergan. Lonergan was a 
Canadian Jesuit priest (1904-1984) who taught 
theology at the Gregorian University in Rome for 
a number of years. He was also my professor.  For 
many, mentioning his name is the occasion for 
raised eyebrows; for his writings are notoriously 
difficult - epitomized by the his major work of 
1957, Insight: A Study of Human Understanding. 
This intense philosophical text takes off from a 
minute study of the methods of mathematical 
physics and the other natural sciences.  Presently 
his Collected Works – 25 volumes – are being 
published by the University of Toronto Press.  
 
 And yet Lonergan‘s major aim, as he once 
put it, was to articulate something ―rather sim-
ple‖ and at the same time, ―quite profound,‖ that 
is, the appropriation of our own consciousness.  
Put simpler, his aim was a continuation of the 
Greek quest to help us get to know ourselves.  
 And that is why Mark Doorley‘s seminar 
on ―Teaching as an Ethical Act‖ was quite inter-
esting to me.  For Doorley based the basic struc-
ture of his seminar on Lonergan‘s ―transcendental 
imperatives:‖ that is, be attentive, be intelligent, 
be reasonable, be responsible, be loving.  (For an 
account of these imperatives, see Lonergan‘s 
Method in Theology, University of Toronto Press, 
1996, 5-25).   
 
 According to Lonergan, these imperatives 
come from within ourselves. In fact, in a real way 
they are ourselves on the various levels of our be-
ing. They are the dynamism of our being as we 
pay attention, ask questions and seek insights; 
check to see if our insights are correct, make 
judgments, evaluate courses of action and make 
decisions. They are not imperatives that in the 
first place come from outside of ourselves, from 
others: they are dynamisms that come from 
within ourselves and involve the criteria by 
which we can recognize something as meaning-
ful, true, good, beautiful and worth loving.  At 
our best, we are paying attention, asking ques-
tions, checking our answers, evaluating courses 
of action and allowing ourselves to be open to 
beauty and to love. 
 The simplicity of what Lonergan is calling 
us to recognize within ourselves can be gauged 
from the few short lines by the American poet, 
Mary Oliver, with which we began this reflec-
tion. 
        Instructions for leading a life.                               
     Pay attention.                                                                 
     Be amazed.                                                                     
     Tell about it. 
Now a pithy quote cannot be paraphrased.  The 
words with their sounds, cadences and meanings 
have a unity that is lost in paraphrase.  Still, one 
can comment on such a quote and point to its 
structure that in a way reflects the more detailed 
structure of Lonergan‘s transcendental impera-
tives.    
   
 First of all, the lines of the poem are all 
imperatives – imperatives about living a human 
life; we might say a ―good‖ human life, a valuable 
and authentic life. Such an authentic life – an 
―abundant life‖ - begins with being obedient to 
something deep within us that is asking to be re-
spected.  And the first such deep imperative com-
ing from within us is ―pay attention.‖  It is what 
teachers constantly say to their pupils, ―Now, pay 
attention!‖ Pay attention to what is being said, to 
your own experience and to the world you find 
beyond you.    
 Why? Why pay attention? Because, as the 
poet says, the world is amazing! There is a world 
that the poet has found by attending and it is 
truly amazing. In Lonergan‘s formula, there is a 
lifetime of learning and loving that goes into 
knowing about the world—and it is truly worthy 
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of love and amazement. 
 
 Finally, tell about it.  Tell other people 
about what you have attended to and about the 
amazing world you have found.    
 
 So, the structure of Mary Oliver‘s simple 
poem reflects the dynamic structure of human 
consciousness that Bernard Lonergan analyzes in 
more detail.  Lonergan‘s transcendental impera-
tives begin with the very imperative with which 
Oliver begins her poem: Pay attention!  For Lon-
ergan that means pay attention not just to the ob-
jects of our attending but to ourselves as attend-
ing subjects.  Understanding ourselves as called to 
understanding, to reflecting and to evaluating in 
the light of the transcendental drives of is truly 
amazing.    
 
 And that is worth telling the world about; 
which is what Oliver and Lonergan are doing in 
their writing.  In Lonergan‘s case it involves un-
derstanding that our human understanding is not 
just ―taking a good look‖ at what‘s ―already out 
there now‖ but rather discovering within our-
selves the imperatives of being intelligent - asking 
questions! and being reasonable - checking your 
answers – and being responsible and loving.  It is 
a blunder to think that the only reality is ―out 
there to be looked at.‖  There is much more. 
 To be liberated from that blunder, to dis-
 cover  the self-transcendence  proper to 
 the human process of coming to know, is 
 to break often long-ingrained habits of 
 thought and speech. It is to acquire the  m a s -
 tery in one‘s own house that is to be had only 
 when one knows precisely what one is doing 
 when one is knowing. It is a conversion, a 
 new beginning, a fresh start.      
        Lonergan, Method in Theology, 230-240) 
 Now if there is anything to be amazed at, 
that is it: that is, the true nature of our own 
selves,  our own consciousness, our own presence 
to ourselves.  To discover that is also to discover 
within ourselves what Lonergan calls ―the ques-
tion of God:‖ that is, the question of the mind be-
hind the meaningfulness of the universe, even the 
scientifically discoverable universe, the absolute 
truth behind the contingency of all else, the Good 
at the basis of our moral judgments, as well as the 
Love and Beauty behind our human search for 
love and beauty.   
 In the seminar on ―Teaching as an Ethical 
Act‖ Mark Doorley also took us down another 
path into ourselves when he called our attention 
to what Lonergan calls the various ―patterns of 
experience‖ or ―patterns of consciousness‖ within 
which we live our lives.  Our consciousness does 
not just flow; it flows in this direction or that.  
We speak of consciousness as a stream, but the 
stream involves not only the temporal succession 
of different contents but also direction, striving, 
effort.  Moreover, this direction of the stream is 
variable.  Thales was so intent upon the stars that 
he did not see the well into which he tumbled.  
The milkmaid was so indifferent to the stars that 
she could not overlook the well.  Still, Thales 
could have seen the well, for he was not blind; 
and perhaps the milkmaid could have been inter-
ested in the stars, for she was human. (Insight: A 
Study of Human Understanding, Toronto: Uni-
versity of Toronto Press, 1992, 205) 
 Patterns of consciousness, then, are the 
―zones‖ in which our consciousness flows: a 
practical-pragmatic zone, an intellectual zone, 
and the others listed below. Doorley made the 
point that it is very important for teachers to pay 
attention to the patterns of consciousness both in 
themselves and, to the extent that they are able, in 
the lives of their pupils.  Here are some of the pat-
terns in which our consciousness can flow and 
questions relating to the classroom: 
 * The biological pattern of experience: the 
 pattern of  nutrition and other biological 
 functions within our bodily being; the pattern 
 governed by fright or flight. Are we paying 
 attention to this in the lives of our students: 
 are they tired? Are they hungry?   
            * The dramatic-practical pattern of experi-
 ence: the world of other people; the drama of 
 life in which each of us plays our part, poorly 
 or well; the pattern we are in most of the time: 
 we openly welcome the presence of one per-
 son while for another we instinctively turn 
 aside. Have our students experienced some 
 trauma preventing them from healthy func-
 tioning in an interpersonal world? 
 * The aesthetic pattern of consciousness: the 
 pattern and patterns found within our very 
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 experiencing of hearing melodies, seeing 
 beautiful forms, experiencing dance, being
 caught up in a work of literature or a play.
 Such patters ―free‖ us from the ordinary     
 dramatic  and practical concerns of life; what 
 for? The intellectual? Is there not a genuine
 role for the arts in a genuine education? 
  
 * The intellectual pattern of experience: when
 you are ―in the zone‖ reading a book in the 
 library, intent on solving a problem or  
 fathoming a difficult text: reaching for a 
 more universal perspective on things;   
 transcending the world of common sense and  
 entering into the strange and influential world 
 of ―theory.‖ Are we helping our students to 
 enter into this pattern; is this the key to what 
 we call ―critical thinking‖? 
 
 * The religious pattern of experience; the 
 ―falling in love‖ in a quite profound way; 
 ―being grasped by ultimate concern,‖ in the  
 words of Paul Tillich; pointed to by religious 
 symbols and words and experienced in a 
 wordless way by mystics. Are we open to this? 
 
 Doorley‘s pointing to these various pat-
terns and his invitation to pay attention to these 
in ourselves and in the lives of our students was 
truly an invitation to be amazed at what we find 
in our own consciousness, our presence to our-
selves, our interior basis for understanding our 
students and their presence to themselves.  I am 
glad that  he gave me a better way to talk about 
Bernard Lonergan with colleagues – that is, 
through talking about the transcendental impera-
tives and the patterns of experience; and I‘m also 
glad I recently happened upon Mary Oliver‘s little 
poem to help me in that process. 
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The 2010 summer faculty series on ―Teaching 
as an Ethical Act‖ gave time for contemplating 
how to improve as a professor both in and out of 
the classroom. The five ―Be‘s‖ (attentive, reason-
able, responsible, intelligent, and loving) are of 
further interest in light of the American Psycho-
logical Association‘s (APA) draft of priorities of an 
undergraduate psychology education. In my re-
sponse paper, I address two of the priorities, not-
ing the ways that the Be‘s from the seminar are 
applicable. Overall, the framework was helpful in 
encouraging me to continue many of my current 
classroom practices and to strive for an increased 
focus on skills, application, and experiences over 
facts. 
 
Priority No. 1 
Students Are Responsible for Monitoring and 
Enhancing Their Own Learning 
 
In psychology, we refer to the skills of moni-
toring as metacognitive in nature. Students need 
to understand not only what they know, but how 
they know it and when they do not know it 
enough. By including specific exercises that en-
courage metacognitive work, I am being attentive 
to this skill. For example, in my research methods 
courses students learn to read and write articles 
that are in APA style. In addition to asking for an-
notated bibliographies, I also have them write 
―how-to‖ guides for other students learning to 
read articles. This forces a reflection on the proc-
ess of trying to understand and not just the facts 
obtained from the article. Although I warn my 
students that reading is difficult, I have found 
that asking them to be explicit about the process 
has helped them to carve out more time for read-
ing in the future. 
 
 To help students enhance their own learning 
I must be intelligent. During class time, I strive to 
present material in a way that is complimentary 
but not identical to the textbook. I then require 
students to integrate the two sources of informa-
tion. Whenever possible, I attempt to bring in ex-
amples and research from outside of my specialty 
(memory) both to improve interest and to help 
keep myself generally informed. I feel a stronger 
obligation to do this because my subfield of cog-
nitive psychology is one of the smallest. Thus, it is 
unlikely that students will pursue the field that I 
have chosen. However, because this is the field 
that encompasses memory, language, and prob-
lem solving it is one of great importance no mat-
ter what eventual career path is taken. By finding 
ways to apply the basic research to issues in de-
velopment, mental health, or business I gain ap-
plied knowledge and my students are more eager 
to learn.  
 
This eagerness was termed ―awakening the 
desire to know‖ in the seminar. Another barrier 
to awakening this desire is the sometimes frantic 
focus on exams and scores. Prioritizing  the 
monitoring and enhancing of learning instead of 
deadlines for exams and papers is one way to ap-
proach the problem. In my courses, I always in-
clude some level of credit that is guaranteed so 
long as the assignments are completed. For exam-
ple, in cognition, an upper-division laboratory 
course, students complete metacognitive exercises 
for exams. These exercises require students to          
1. write out explicit study plans, explain why 
those plans are consistent with the information 
that has been learned about memory thus far,           
2. evaluate the performance during the exam, 
and  3. reflect on the performance after the exam 
was returned -- including making plans for fu-
ture tests. By focusing on behaviors instead of 
grades, I make it clear that the responsibility falls 
upon the individual. At the same time, I take re-
sponsibility to set clear expectations and share 
strategies that will help to maximize performance 
and provide opportunities in and out of class to 
practice them.  
 
Because my specialty is human memory, I feel 
extra responsibility for this particular APA prior-
ity. In addition to work in the classroom, infor-
mation on my syllabus, and out of class assign-
ments  with regards to study skills, I have also 
presented on this topic to the psychology club, 
Seton Summer Scholars, and the women‘s tennis 
team. Seeking out further opportunities to use the  
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intelligence that I have gained from my work in 
this field would be a loving means of helping stu-
dents to be more successful in their performance.  
 
APA Priority No. 2: 
Psychology Departments and Programs  
Create a Coherent Curriculum 
 
The SHU psychology department has recently 
overhauled its curriculum in order to be better 
aligned with new APA standards. One of the most 
significant differences in the new major is an ex-
plicit requirement of experiential learning. This 
can be achieved through an internship (field 
placement), working in a research lab of a psy-
chology faculty member, or participating in a 
psychology course that has a service learning lab. 
The skills from these experiences are consistent 
with the majority of career paths undertaken by 
our students: social work, HR, counseling, school 
psychology, and other ―helping‖ professions. The 
experiential requirement is our way of being re-
sponsible for creating an environment where stu-
dents will see the connections between the mate-
rial in the classroom and the application in real-
ity. Further, including this piece is a way of being 
loving to our students. The full time faculty mem-
bers in the department have chosen a path that 
will be followed by few students – life as an aca-
demic. For most of us, teaching and research are 
the parts of psychology that bring joy. However, 
this is not the case for our students. By putting 
their best interest before our preferences, we are 
creating the right priorities. 
 
The new curriculum is also one that is reason-
able. Students can double major without taking 
more than four years, the prerequisites have been 
adjusted so that students will be in upper division 
courses after obtaining needed skills in previous 
courses, and there are enough elective credits for 
students to have flexibility in the subfields to 
which they are exposed. At the same time, we 
have maintained the focus on the entire breadth 
of the field by requiring at least one course in the 
four major divisions (cognition/learning, biologi-
cal, social/developmental, and applied) as well as 
three courses in methodology and research 
(statistics, methods, and senior seminar). 
 
The setup of the major is also meant to be in-
telligent. Because each faculty member is an ex-
pert in a subdiscipline, it can be easy to become 
narrow in focus. The structure of the new major 
forces addressing the field as a whole during ad-
vising time because students are required to take 
courses in all areas. In addition, the experiential 
requirement should help faculty members to bet-
ter advise the students on career options. Those 
who plan to pursue a Ph.D. would be best served 
by a laboratory course and an internship whereas 
those looking at an MSW would benefit more 
from a field placement than spending time work-
ing in a laboratory. It is not responsible for me to 
only be able to make certain a student can gradu-
ate at the end of four years by checking the list of 
required and completed courses. Rather, it is my 
duty to help my students to understand the op-
portunities and limitations of the degree and how 
to optimally position each of them for postgradu-
ate work or study. 
 
  In addition to increasing the degree to which 
faculty are responsible during advising, the re-
vised curriculum also contains a new course that 
is an orientation to the major. This course will 
serve to explicitly address career options, the sub-
fields of the major, help students plan their four 
years of coursework and begin to learn about the 
opportunities available at SHU. Together with im-
proved academic advising, the new curriculum is 
attentive to the particular student body we teach. 
 
Conclusion 
 
The five ―Be‘s‖ are a fine model for making 
decisions at every level of the teaching portion of 
my profession. They help to structure a better syl-
labus, create a more productive classroom envi-
ronment, write lectures that encourage critical 
thinking, and create exams that encourage stu-
dents to feel accomplished. Assuming teaching is 
indeed my vocation, then using these ―Be‘s‖ as a 
guide will only lead to greater fulfillment. 
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 I have long embraced the idea that the 
hand that has been dealt to us – for instance, 
what we inherit genetically from our parents and 
the environment in which we were reared – may 
not be as important as the way we play it out. 
Blending the ethical bent of, say, a modern-day 
Aquinas with the secular view inherent in the sci-
entific method, I view the Lonerganistic standard 
of ―be attentive, be intelligent, be reasonable, and 
be responsible‖ as a wonderful starting point on 
―Teaching as an Ethical Act.‖ Succinctly, I see this 
phrase as grounded in the search for truth, trying 
to recognize that it reveals itself in many different 
colors, shades, and strands. In this respect, I pre-
fer the word ―openness‖ to ―attentive,‖ even 
when restricting the word ―attentive‖ to being 
informed of developments in my disciplines of 
specialty. I may be attentive, but only to the doors 
I wish to open, not unlike the researcher who 
looks only for evidence supporting a cherished 
viewpoint. If I am open, I allow myself the oppor-
tunity – the free will, if you please – to keep 
opening doors. Of course, the risk is that I might 
open too many doors and, in turn, stray from the 
path that best allows me to play out my hand. But 
I believe that is the risk we are called to take; at 
times even to the point in which we need to, as I 
recall a homilist stating, ―act our way into think-
ing;‖ in effect, to be seekers, not settlers. 
 
 In addition, instead of the word 
―responsible,‖ I prefer ―empathetic,‖ or the act of 
experiencing another person‘s thoughts and feel-
ings. In trying to be so, I have found that it helps 
me, at least in a small way, to try to connect be-
yond what I often view as my own bubble world.  
In turn, and remembering my own personal and 
professional journey, I have found that it can 
serve as an effective draw to students – gaining 
their ear – leading to an engagement that pro-
motes not only discussion, but also a means to 
uncover and communicate essential ―take-away‖ 
points.  Through empathy, I also think instructors 
give themselves an opportunity to create a shared 
learning experience that is often missing in the 
―push-back‖ method, in which instructors as-
sume an adversarial position with students. I add, 
however, that being empathetic does not mean 
lacking rigor and/or standards; in fact, it may 
increase them. One does not have to look deep 
into the Bible, Torah, or Qur‘an, for example, for 
prophetic evidence.  
 
 Across age, gender, race, ethnicity, and 
culture, while life‘s callings are many, I view 
teaching as having a special place. For one thing, 
it is directly a helping profession (unlike in, for 
example, agriculture and manufacturing produc-
tion). In finance terms, it is all about future value 
– ―delayed gratification,‖ if I were a sociologist – 
or the handing off to students a torch that is 
burning more brightly than the torch I was 
handed. In other words, the teacher‘s role is a 
critical input among many – arguably the input – 
into the way the next generation leaves its mark 
on history. I have long wondered how many 
teachers consciously look at it this way, or do they 
view their craft as just a way to earn a living? In 
this respect, how many instructors really know 
what they wish to accomplish when they enter a 
classroom of students? A standard response is to 
want them to know the material. But what does 
this mean? What does ―know‖ mean, for exam-
ple? What does ―material‖ mean? How should it 
be delivered? These are deceptively simple ques-
tions to address because a theory of teaching and 
learning is not well developed, if at all, and em-
pathy often seems in short supply. In addition, it 
is common for university instructors to have had 
no training as teachers, only training as research-
ers. In fact, without research, arguably there is 
nothing to teach, but without teachers, the re-
search remains silent.  
 
 I think teachers need to remind themselves 
that education is not limited to cognition, as the 
questions above imply, but also affectation. I re-
member, for example, a Nobel Prize recipient in 
Economics, in an interview, recall how his gradu-
ate school mentor helped him understand him-
self, his interest in economics, and his ability to 
contribute to the discipline. As another and more 
local example, is affectation not a driving force 
behind Seton Hall‘s s core courses of ―Journey of 
Transformation‖ and ―Christianity and Culture in 
Dialogue‖?  
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 If teaching is to be an ethical act, then I 
believe that instructors, at a minimum, need to do 
more than just cover the material; they need to 
empathetically articulate what they want students 
to take from the course – the intended impact 
from the course years from now. If they cannot 
articulate it, then I think their teaching efforts 
might not bear much fruit, not unlike the hunter 
who shoots into a flock of ducks with the hope of 
hitting something, only to end up empty-handed.  
This is why I believe we need to be chary about 
making statements such as ―students don‘t want 
to learn,‖ ―are only interested in grades,‖ and 
―aren‘t fit to be at a university.‖ (In graduate 
school, I recall an instructor referring to the vast 
majority of undergraduate students as little more 
than assembly line workers and coal miners, and 
another instructor stating that teaching was, and 
I quote, ―a blight on my time.‖ Not once did I ever 
hear either instructor admit some degree of re-
sponsibility for their apparent frustration.) 
 
 Even when teachers can articulate their 
goals and objectives, and be empathetic stewards, 
I think they have to be realistic about the way the 
learning experience manifests itself. It is not un-
common to hear instructors and university ad-
ministrators bemoan what they perceive as higher 
education being transformed into a corporate 
training ground – ―more a tool of economics and 
politics than a center for the pursuit of truth‖ (M. 
Doorley, ―Spiritual Exercises in Cosmopolis,‖ 
Fourth Annual Lonergan Conference, Mainz, Ger-
many, 2007, p. 3.). Is it not possible that the pur-
suit of truth continues unabated, even flourishes, 
but not in the manner professors expect or even 
see? Could it be that by being ―a tool of econom-
ics and politics‖ universities are able to more ef-
fectively draw students into ―a center for the pur-
suit of truth?‖ I recall, for example, the Biblical 
story about Jesus and the Roman centurion. I 
think it is fair to say that Jesus is portrayed in the 
Gospels to being quite frustrated in his ability and 
effort to get his points across to people of his own 
belief and culture; not even his disciples seemed 
to understand his story. However, a Roman cen-
turion, a man who is not even a focus of Jesus‘ 
efforts, and certainly not one who traveled in his 
circles, comes to him with a request to heal his 
servant, knowing about Jesus and his ministry. 
Jesus is ―floored‖ – completely surprised – by the 
centurion‘s faith and his understanding of him. 
This is to say that instructors need to recognize – 
again, a key word is openness – that their impact, 
which may be more affective than cognitive, may 
manifest itself in surprising ways, and I think this 
begins by distinguishing between objective and 
outcome. Poetically translated, as in the planting 
of a cherry tree seed, all the planter can do is 
carefully bury it, and along the way when and 
where possible, water and fertilize the ground. If 
and when the seed takes hold, how the tree 
grows, how fast it grows, and when it bears fruit, 
if at all, is beyond the control of the planter. It is 
really in God‘s hands. 
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 Seton Hall University is a major Catholic  
 University. In a diverse and collaborative  
 environment, it focuses on academic and  
 Ethical development. Seton Hall students 
 Are prepared to be leaders in their  
 Professional and community lives in a  
 Global society and are challenged by  
 Outstanding faculty, an evolving  
 Technologically advanced setting and 
 Values-centered curricula.  
 
  
Throughout the 2010 Faculty Summer 
Seminar we explored the many ways we, as fac-
ulty, can view teaching as an ethical act, and how 
we can use our power to better the lives of our 
students.  An important concept that emerged 
was the idea that—if we are to be perceived as 
behaving in an ethical manner—we must act 
consistently with what we know to be the truth.  
One aspect of acting consistently that did not re-
ceive much attention, but which I feel is impor-
tant, is teaching in a manner that is supportive of 
the Seton Hall University mission statement.  Al-
though the concept of mission statements has at-
tracted its share of cynics and detractors (e.g., 
Goett, 1997; Sufi & Lyons, 2003), and although 
mission statements are often derided as meaning-
less public relations exercises, an enacted mission 
can be quite powerful.  A well-crafted mission 
statement—one that is embraced by organization 
members—can unify and inspire people to reach 
greater heights (Campbell and Yeung, 1991; Ire-
land and Hitt, 1992).  Indeed, I argue that we 
have an ethical obligation to our students to enact 
our mission statement and use it to guide our ac-
tions. 
 
Although students‘ selectivity is sometimes 
derided as ―consumerism,‖ many choose the uni-
versity they attend with care; they ―shop‖ to find 
a good fit between their personal hopes and 
dreams for their future, and what a particular 
intuition offers in terms of reputation, academics, 
culture, mission, extracurricular activities and 
other factors.  Our mission is one factor that de-
fines Seton Hall University and differentiates us 
from rival institutions of higher education where 
students can acquire academic or career-related 
skills, but without the values-centered environ-
ment that Seton Hall provides.   
 
Many prospective students are goal di-
rected, in that they are seeking a school that will 
enable them to gain the skills, knowledge and 
connections they will need for their future suc-
cess.  This behavior is sometimes characterized as 
self-serving or market-focused—the antithesis of 
the goals of a liberal education.  However, this 
pessimistic view assumes that students have 
monolithic motivations, that they are driven 
solely to find a well-paying job after graduation.  
Although there is certainly a very small minority 
that fits this profile, overall I have found that my 
students hold a much more nuanced definition of 
what ―success‖ entails.  They are seeking success 
on myriad dimensions, including, but not limited 
to, a financially rewarding career, a satisfying 
family life, spiritual growth, physical health and 
community involvement.  Our stated purpose 
speaks to them, in that they truly want ―…to be 
leaders in their professional and community lives 
in a global society…‖ (SHU mission statement).  
Thus, to be ethical, we need to live up to the 
promises we make to them in our mission state-
ment. 
 
Given the richness of Seton Hall Univer-
sity‘s mission statement, there are myriad ways 
faculty can and do enrich their courses to enact 
the school‘s mission.  For example, some art in-
structors incorporate instruction related to 
―professional lives‖ by demonstrating how vari-
ous artists earn a living through their work.  
Some nursing faculty, in addition to teaching pro-
fessional nursing skills, explore the complex ethi-
cal issues pervasive in the medical field, and 
thereby further students‘ ―ethical development.‖  
A number of science faculty members write 
grants to purchase the latest equipment and 
thereby provide their students a technologically 
advanced setting in which to learn and apply sci-
entific principles. 
 
In the Stillman School of Business, several 
faculty members use service-learning projects to 
convey discipline related material in the core 
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Principles of Management class.  Faculty also de-
signed this course assignment, though, to encour-
age students to engage in ―community leader-
ship,‖ and to provide them with a context to 
practice the tools they need to work successfully 
in diverse and collaborative environments.  In-
deed, at the end of the semester, student reflec-
tions on the project learning outcomes included 
observations regarding the skills they developed 
relating to management, such as planning, orga-
nizing, leading and controlling.  However, they 
also mentioned many mission-related outcomes, 
even though such learning outcomes were not an 
explicit part of the writing prompts (although, 
upon reflection, perhaps they should be an inte-
gral part of the assignment). 
 
Students reflected that they learned to bet-
ter collaborate with diverse teammates and clients 
with divergent perspectives, various abilities, and 
differing levels of motivation.  The community 
aspect of the project was especially relevant for 
several students.  For example, one noted, ―The 
most important thing I learned was, beyond all 
the planning and thoughts of profits, you can use 
your abilities as a business person and the bene-
fits you have been given to truly help those in 
need.‖  Another learner wrote, ―I have learned 
how important it is to contribute to the commu-
nity even in a small way.‖   
 
The students comments emphasize the 
need for faculty to keep the schools mission in 
mind when designing their courses.  To be ethi-
cal, we need to live up to the promises it makes to 
prospective and current students.  This does not 
mean faculty members should shy away from dif-
ficult or controversial material—after all we are 
grooming leaders for a complex global society 
and students will need to be able to handle these 
kinds of issues in an intelligent, reasoned way as 
they take on leadership roles.  However, it does 
mean that we should explicitly integrate mission-
related learning outcomes into our courses when-
ever possible.  As noted above, some faculty al-
ready integrate professionalism, ethics, commu-
nity and other mission-related objectives into 
their courses, but as academics, it is often more 
natural for us to focus on our students‘ academic 
development.  We must be vigilant in keeping the 
whole mission statement in mind. 
 
Research has shown that the existence of 
well-rounded mission statements was ―associated 
with superior performance after controlling for 
the effect of strategy planning and organization 
size‖ (Sidhu, 2003:  444).  In addition, research 
regarding European universities indicates ―that [a 
pre-requisite] for performance excellence [is] the 
existence of a formal mission state-
ment‖ (Hammond, Harmon, & Webster, 2007).  
Indeed, for universities to overcome the chal-
lenges faced by an increasingly competitive global 
market, Cornuel (2007:  87) called for them ―to 
ensure an adequate level of resources to 
‗concretize‘ their mission statements.‖  Specifi-
cally, he advised that schools allocate sufficient 
resources to thoroughly revise their curricula, 
hire qualified faculty, and increase their efforts to 
internationalize their student bodies (Cornuel, 
2007).  We at Seton Hall have already taken great 
strides towards ―concretizing‖ our mission.  For 
example, the university has invested heavily—in 
terms of time, money and other resources—in the 
new signature Core Curriculum.  However, to 
truly enact our mission, we must not stop at the 
Core.  Each of us, as faculty members, has an 
ethical obligation to integrate mission statement 
objectives in our own work.  We regularly make 
day-to-day decisions about our courses—the 
types of books we assign, the kinds of assignments 
we require, the range of topics with which we 
grapple.  We need to use that decision-making 
power such that we enact the University‘s mis-
sion.   
 
Many students choose to attend a particu-
lar school at least in part based on that univer-
sity‘s mission.  For them, they are disappointed 
when faculty members do not explicitly tie course 
materials and assignments to the school‘s stated 
purpose.  For example, one Principles of Manage-
ment student noted, ―This is the first class I have 
had, and I am a Junior, that actually lived up to 
the school‘s mission.  Why aren‘t more classes 
like this?‖   
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 All I needed to know about teaching mathematics I learned from 
Bernard Lonergan … and George Harrison 
 
John T. Saccoman 
 
 Not many people would associate the phi-
losophical writings of the Catholic Philosopher, 
Rev. Bernard Lonergan, and the lyrics of the songs 
of the late ex-Beatle George Harrison. However, 
both were nonconformists in their respective are-
nas; Lonergan chose to treat mathematics and the 
other sciences, which most Catholic philosophers 
have not, and Harrison was one of the first in his 
field to hold a major benefit concert for others, 
the 1971 Concerts for Bangladesh.  I feel that I 
can learn much from both of them. 
 
 Lonergan uses this definition of mathe-
matical logic: Mathematical logic is the investiga-
tion of the field of logical relations through the 
development of suitable symbolic techniques.[1] 
Even when teaching courses to non-majors, we 
are still bound by this relatively straight-forward 
principle. It is as if we are teaching a new lan-
guage in some sense. However, the ability to think 
in mathematical terms is probably the greatest 
gift we can impart to our students, and, in this 
way, the connections between Lonergan‘s phi-
losophy and mathematics become evident. 
 
 Lonergan posits five ―transcendental im-
peratives‖ for comprehensive learning. Through 
comprehensive learning, one achieves 
―conversion,‖ a condition of self-understanding 
[2]. I believe that the imperatives are necessary 
for both the student and the professor.  In what 
follows, a relevant George Harrison quote will 
give the teacher‘s reflection, and a Lonergan 
paraphrase at the end of each is for the student. 
 
Be attentive                                                                      
―I want to tell you/My head is filled with things 
to say.‖ [3] 
 When teaching mathematics, especially at 
an undergraduate institution, the professor need 
never worry about having an insufficient amount 
of material to present.  Often, the problem is quite 
the opposite. Attentiveness in this context means 
that we should remember that we are teaching 
students, not ―material.‖  In my opinion, the pur-
pose of the class is not to demonstrate how clever 
or advanced the professor is; rather, it is the im-
perative of the professor to help the student grow 
in the knowledge of the subject and to begin to 
think analytically, as appropriate to the particular 
field of mathematics for that class.   
 
  However, attentiveness is also required of 
the learner. It always amazes me when colleagues 
bemoan students‘ texting during class or surfing 
the internet for things unrelated to the current 
class discussion. This inattentiveness on the part 
of the student is disrespectful not only of the pro-
fessor but also of the class as a whole. Now, there 
are some who would argue that a student should 
be as inattentive as he or she wishes in the class, 
as, after all, the student has ―paid‖ for it. In my 
judgment, this behavior on the part of the student 
belies a social immaturity and inconsiderateness 
that we would be remiss if we did not address. As 
summarized by Jeffrey Centeno in The Global Spi-
ral, Lonergan advised, ―Look closely, that you 
may learn.‖[2] As faculty, we are obliged to pro-
vide the means for that learning to take place, 
even if our head is ―filled with things to say.‖ 
 
Be Intelligent                                                              
―With every mistake we must surely be learn-
ing‖ [4] 
 In the Seton Hall application for promo-
tion and tenure, there is a section in which the 
applicant is required to elucidate on one‘s teach-
ing philosophy. This is what I have written: 
 The first aspect of my teaching philosophy has 
 always been that it is our job as professors to     
 impart our students the ability to think. That is 
 coupled with the second aspect of my teaching 
 philosophy, a nine-word statement: ―There is 
 no such thing as a stupid question.‖ 
 Particularly in a discipline like mathemat-
ics, where there are often clear delineations be-
tween ―right‖ and ―wrong‖ answers, it is reason-
able to think that there is a correlation between 
intelligence and correctness of answers. Not so. In 
reality, the process is just as important as the an-
swer. In fact, there are many operations that are 
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easy to perform using a computer algebra system. 
However, when the solution process facilitates a 
deeper understanding of the concept and/or en-
hances problem solving techniques, we include 
―by hand‖ analysis. Centeno interprets Lonergan 
here as advising the student, ―Understand thor-
oughly, that you may learn.‖[2] As faculty, we 
must create an atmosphere where intelligence is 
not associated with a fear to make mistakes. 
 
Be Reasonable                                                        
―I really want to see you Lord/Its takes so long, 
my Lord.‖[3]    
 Reasonableness in mathematics is found in 
both teaching and research. The charge to ―Be 
Reasonable‖ connotes a critical analysis of one‘s 
findings. On the research side, the process of peer 
review of articles is a major nod to this precept. 
New theorems proposed must be properly vetted 
before accepted, and even then, there can be re-
finements and extensions, not only to the result, 
but also to the very proof itself. In the classroom, 
the charge is twofold. In mathematics, we need to 
convey to students that (1) they should always 
determine if their answer/solution ―makes sense‖ 
in the context of the problem, and (2) they are 
not close to being masters of the subject after one 
semester of Calculus. In fact, mathematics is one 
of those humbling disciplines in which the more 
one learns, the more one realizes how little one 
actually knows. A student could despair very eas-
ily in the face of this realization, so the mathe-
matics professor needs to encourage and praise 
the effort.  ―Interpret circumspectly, that you may 
learn,‖ [2], as Centeno interprets Lonergan‘s ad-
vice to the student.  The faculty member is 
obliged to have reasonable expectations for how 
much time this circumspection should take. 
 
Be Responsible                                                            
―Think for yourself/‘Cause I won‘t be there with 
you.‖ [4] 
Mathematics is a subject in which previous 
courses lay the groundwork for future knowl-
edge, a ―vertical‖ discipline.  However, the 
knowledge and skills imparted are not always 
content-based. In most course syllabi that I pro-
duce, I state as one objective ―To enhance and en-
courage the student‘s ability to break down and 
solve mathematics problems, including applied 
word problems.‖  This is a skill that I would ex-
pect my students to take to later courses, whether 
they are in mathematics or not. In fact, at a meet-
ing prior to teaching a particular class, I was 
asked what was my goal for the. My response 
was, ―I hope that I prepare them well enough to 
receive a grade of ‗A‘ in their next math class.‖  
This obligation of the student was phrased by 
Lonergan through Centeno, ―Act truthfully, that 
you may learn.‖  
 
Be Loving                                                                              
―If you believe in you/Everything you thought is 
possible, if you believe … All your love‘s reflected 
back to you if you believe.‖ [5] 
 
 It seems that this fifth precept is one that 
can tie together all the others. I often tell people 
that I love my work; rarely am I asked to elabo-
rate. What I love about being a professor of 
mathematics is that ―Eureka!‖ moment on the 
part of the student. It can occur at all levels of 
mathematics, and is that moment of clarity when 
things seem to make sense. This feeling imparts to 
the student what Lonergan might have called a 
―love for learning,‖ and who knows where that 
feeling will lead them? 
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 Do we know how to Teach? 
 
Kelly A. Shea 
 
 I contend that many faculty members – at 
Seton Hall University and elsewhere – do not 
know how to teach.  I don't fault these professors 
for the situation that they are in.  Except for a few 
graduate school programs – and it may be that 
these sites might be on the rise – and graduate 
schools of education, in particular, I do not be-
lieve that graduate schools generally teach their 
M.A. or Ph.D. candidates how to teach.   
 
 This is not to say that graduate schools are 
not turning out excellent mathematicians, phi-
losophers, biologists, nurses, psychologists, soci-
ologists, and so on.  Of course many individuals 
coming out of grad schools are bright, learned, 
and earnest.  But they are not teachers.  Sure, they 
might have been teaching assistants, but did they 
really teach?  They might have worked in small 
groups with students, they might have worked 
one-on-one, they might even have been asked to 
give a lecture, but were they taught how to teach?  
Sadly, often, no.  And, while they have not been 
taught how to teach – and unless they end up as 
successful writers, statisticians, scientists, or prac-
titioners in the private or public sectors – they 
very often become teachers, and, in particular, 
college professors.  Thus we have a group of indi-
viduals who are put in the position of teaching 
undergrad and graduate students, but no one has 
really ever taught them how to teach!  And, sadly, 
some of them don‘t even want to teach – their 
hearts are in their research, not in the classroom.   
 
 So what do they do?  What did you do?  If 
you were not taught how to teach, I daresay that 
you thought back to those professors of yours 
who had engaged you, entertained you, motivated 
you, who had professed  their passion for their 
subjects and taught you, and you then tried to 
emulate their behavior as a professor yourself.  
And that might have worked – but it might not 
have.  That's because we are not those people, we 
don't necessarily know what they were doing to 
make their teaching so rich in your eyes, and it 
might not have even been effective teaching – 
perhaps it was just memorable to you.  (Do you 
remember the material or the messenger?) Who 
knows?  Maybe no one taught them how to teach, 
either!  Maybe they were just some of the lucky 
few who were natural teachers, who instinctively 
understood how to motivate and share knowledge 
effectively and successfully. 
 
 And, even though not everyone is a natu-
ral-born teacher, people can be taught to teach 
well.  They just have to be open to it, they have to 
want it, they have to be willing to cast their pre-
conceptions aside – they have to be willing to 
learn, to find their style, to trust themselves, to 
trust their students, and to love their students.   
 
 If only more graduate programs could be 
like Seton Hall's M.A. program in English.  In our 
program, we hire (in a competitive process) a 
group of teaching assistants and teaching fellows 
who are trained to teach and who teach first-year 
students in our College English I and II courses.  
They teach, on their own, one or two sections per 
semester as well as take their own graduate 
courses.  They meet at least once per week with 
their supervisor, the director of first-year writing, 
and she approves all of their syllabi, writing as-
signments, and exams before they are issued to 
the students.  When they first begin to give com-
ments on writing, they run a sampling of their 
comments by the supervisor before handing 
drafts back to students.  In addition, if any prob-
lems arise in their classrooms or with their stu-
dents outside the classroom, they troubleshoot 
with the supervisor or faculty in the writing pro-
gram.  They are inexperienced, but they are 
trained, they are passionate about their subject, 
and they trust and love their students.   They are 
also, generally, only a few years older than their 
students – yet it seems that first-years really con-
nect on an intellectual level with these younger 
teachers. 
 
 So how can we be like them? Well, we 
can‘t. The problem, of course, is that we are fac-
ulty who are already teaching in the university. 
Most of us have typically not had these kinds of 
training experiences, these weekly meetings in 
which they talk with seasoned professors (yet, 
some not trained!) and with each other about 
teaching, these opportunities to discuss pedagogy 
as well as literature, these golden moments of re-
flection, the ones in which we truly learn who we 
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are and who we need to be for our students. 
 
 However, all is not lost.  It's not too late for 
us.  We can learn how to teach.  And if we are so-
called ―trained‖ teachers, we can learn to be bet-
ter teachers.  Just as we stay abreast of new re-
search and developments in our academic fields, 
we need to constantly be students of what it 
means to be a better teacher.  
 
Dr. Mark Doorley, recent Seton Hall semi-
nar leader and author of the accompanying semi-
nar paper, ―The Ethics of Teaching,‖ suggests that 
part of this work could include studying the ideas 
of Bernard Lonergan in his Method in Theology 
and Insight:  A Study of Human Understanding.  
According to Doorley, Lonergan put forward five 
principles or precepts of the ―ethical‖ teacher, the 
teacher who, perhaps unwittingly or unwillingly, 
is teaching students not only academic content 
but also ―to awaken in students their desire to 
know‖ and to be good citizens in the world 
(Doorley 2010).   Lonergan, Dooley says, con-
tends that, toward these ends, we should be atten-
tive, intelligent, reasonable, responsible, and lov-
ing (Doorley 2010).  In the seminar and in his 
resulting paper, Dr. Doorley examines each of 
these ideas in detail – they are not, indeed, only 
what they seem.  However, they do provide a very 
interesting way of thinking about what we might 
be doing with college students to help them to 
become good citizens.  Certainly being intelligent 
and responsible involves knowing our disciplines 
well and sharing that knowledge effectively with 
the students, but we need to be attentive to our 
own and our students‘ situations and circum-
stances so as to create the right environment for 
learning, we need to be reasonable and critically 
think about our and other‘s knowledge, and we 
need to be loving in how we do this work.  To this 
last point, we don‘t need to love our students per 
se, but we need to respect them as people and we 
need to love the enterprise that we are about with 
them.  We need to, as Doorley says, have a 
―loving attitude‖ toward students (2010).  
Strange words, indeed. 
 
 
Yet as I listened to these precepts being 
discussed, I was excited about how important and 
true they were.  I also wondered, of course, to 
what extent I meet these criteria and how I could 
know whether I do besides taking the occasional 
furtive glance into www.ratemyprofessor.com or 
the even more available but just as mysterious 
student course evaluations. 
 
Of most interest to me, at the moment, 
though, is how to share these ideas with other 
college professors.  I have been looking into the 
history and current state of affairs of faculty de-
velopment at Seton Hall, and I can see that the 
opportunities for these kinds of collegial discus-
sions that the ethical teaching seminar afforded 
us have been rare but are so needed. 
 
So, what I propose, at the very least, are 
more conversations like the ones that engendered 
this essay.  Let‘s develop ways to encourage fac-
ulty to want to improve their teaching, to become 
more loving and interested and interesting.  Let‘s 
become better teachers together. 
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 Patterns of Experience and of Poetry:   
Meaning and Beauty in the Universe of Verse 
 
John P. Wargacki 
 
I 
    In my room, the world is beyond my understanding; 
    But when I walk I see that it consists of three or four 
     hills and a cloud. 
 
       II 
    From my balcony, I survey the yellow air, 
    Reading where I have written, 
    ―The spring is like a belle undressing.‖ 
 
       III 
    The gold tree is blue. 
    The singer has pulled his cloak over his head. 
    The moon is in the folds of the cloak. 
 
        ―Of The Surface of Things‖1 
         Wallace Stevens 
 
I just love this very short, early poem by 
one of my favorite American poets, Wallace Ste-
vens…‖  This is more or less the way I might be-
gin speaking to an undergraduate or even gradu-
ate class about this brief text.  Soon after, we will 
invariably speak of personification, metaphor, 
natural imagery, tropes, tercets, hyperbole, litotes, 
Wallace Stevens‘ life and times, why the air may 
be yellow, why the world is beyond the speaker‘s 
understanding, why we read a poem like this at 
all.  If a student is new to Stevens, she may ask, 
―Are all of his poems like this one?‖  ―Yes and 
no,‖ I likely answer.  The inquisitive student may 
nod or shake her head, uncertain if my answer 
has done anything to clarify the universe of Wal-
lace Stevens. 
 
In our seminar on ―Teaching as an Ethical 
Act,‖ I pondered more and more the relationship 
between Bernard Lonergan‘s patterns of human 
behavior and the way in which I try to teach po-
etry in the classroom. The pattern-seeking num-
bers exercise2 at the start of day two was de-
signed to produce two distinct feelings: first, the 
confusion that preceded the pattern being solved 
mixed with a desire to figure out the problem.  
Secondly, this was followed by a sense of relief or 
release after the answer is found.  This distinction 
brought me to thinking that the ways in which I 
approach a poem with students more often re-
sembles the former experience of that exercise: 
confusion mixed with a desire to find the answer.  
For better or worse, it has been my experience, 
along with poets and teachers of poetry, that 
there is generally no sense of relief or release at 
the end of a discussion, a class, or semester in this 
particular field.  Poetry, especially the sort that 
has survived long enough to be tucked into the 
category of the canonical, does not lend itself to 
explication by equation.  A strong poem never 
―means‖ anything, nor does it lose its omnipres-
ent ability to ―tease us out of thought.‖3 
 
As such, when it comes to the art of asking 
good questions and getting our students to follow 
suit, I realized that one of the oldest and difficult 
questions about poetry remains one of the best: 
―Why do we read it?‖   Now, rather than trying to 
answer that question directly in this brief space, I 
prefer to wrestle with it, not head on, as it were, 
but by attempting to employ Lonergan‘s patterns 
of behavior in such a way as to neutralize it – a 
way of saying, perhaps, that we would be happy 
to wrestle to a draw.   For this I would like to 
bring the question into contact with three of the 
theologian‘s patterns in a particular order: the 
dramatic, the intellectual, and, finally, the aes-
thetic.4 
 
As with many classes from across the cur-
riculum, I find that students approach poetry 
(perhaps art in general, though I wish to focus on 
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pattern. They want to know what ―it‖ means; they 
want to ―get it done,‖ ―get through it,‖ and 
maybe worst of all, they are just as happy if I 
were to ―tell them the answer.‖  The poem ceases 
to be a work of art and assumes the quality of a 
word game, not far removed from the daily cross-
word puzzle or other such word games in the 
newspaper.  If they follow the clues and inter-
change the text with the ―right words,‖ meaning 
will miraculously emerge.  If I would only tell 
them what Stevens meant in this poem, we could 
then share a collective sense of achievement: ―Ah, 
ha, so that‘s what the poem means!‖ 
 
 Of course if this is how poems work and 
how they can be read, we need not collect or re-
visit them, let alone want to write or even read 
them at all.  Literal language, (whatever that 
means)5  will neatly substitute for all the flowery 
verse and rhymes, while proving far less frustrat-
ing to understand in the process.  If, however, I 
want students to understand that a poem does far 
more than substitute for meaning, a new pattern 
of experience must replace the dramatic and for 
this I would suggest the intellectual pattern. 
 
 If I understand it correctly, the intellectual 
pattern of experience exchanges the desire to ―get 
it done‖ for a ―pure and disinterested desire to 
know.‖  And if this is the mental shift one can 
make in reading a poem, then a much more in-
teresting and enriching array of possibilities 
emerge.  First of all, instead of an equation to be 
solved, the poem may become something to ab-
sorb; not something to know by way of acquisi-
tion, but rather a knowledge that is predicated 
upon a type of ―diving into‖ the subject matter. 
 
 A student might cease objectifying the Ste-
vens poem and find a way to locate herself within 
its images, narrative, or theme.6  While much 
more difficult to qualify, this approach offers the 
opportunity for the third and perhaps most satis-
fying movement toward a text -- movement into 
the aesthetic pattern of experience.   
 
 Appropriately named, the aesthetic pat-
tern eliminates all of the daunting elements of the 
poem, from equivocal meanings to rhetorical 
structure.  And while I would be the first to argue 
that these elements will always remain a neces-
sary part of the study of poetics, too often they 
block a student‘s ability to simply read the poem 
closely and, at some point, take ownership of why 
she values it.  ―Children at play‖ is the phrase 
used to describe the aesthetic and that is what 
most intrigued me about its role in a poetry class.  
If the rules become temporarily unimportant, as 
the aesthetic pattern suggests, students are able to 
―play‖ with the poem, and a wonderful, exciting 
possibility is created in that carefree mode: a stu-
dent may come to grasp that the central reason 
why we read poetry at all is because all human 
beings possess the common desire to be in the 
presence of beauty. 
 
 Whether my classroom examples include 
Homer‘s epics, Shakespeare‘s play, or Emily Dick-
inson‘s 1,775 poems, a simple truth pervades 
through them all: meanings and contexts may 
change, but our thirst for beauty never does.  And 
while all of the other components of poetry 
(imagery, metaphor, meter, etc.) inundate the 
center of the conversation, the poles of beauty 
remain quite fixed regardless of time and place.  
There will forever be the canons of our personal 
lives, filled with works of art, music, theatre and 
literature that we will scarcely tire of.  In fact, the 
opposite is most often the case: we fall more 
madly in love with them as we re-encounter them 
throughout our lives.  If so, Mr. Stevens‘s short 
poem will cease to be a puzzle or word game but 
rather would instead be valued as a work of art, 
beautiful to behold when remembered, perhaps 
even able to show us something new each time 
we revisit it.  Curiously enough, this simple truth 
about the presence of beauty is not something 
that can be taught; rather it often melds into the 
student‘s realm of understand as a gradual epiph-
any.  As such, it seems to me that the aesthetic 
pattern offers the most fertile ground by which 
such a central revelation may be take root and 
grow to its fullest potential. 
 
If I am successful, I might just end our dis-
cussion by reiterating my opening to the poem:  ―I 
just love this very short, early poem by Wallace 
Stevens…‖  Only this time, I am much more con-
fident that the love I feel for this poem would be a 
shared experience. 
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 1. Wallace Stevens‘ ―Of The Surface of Things‖ keenly 
demonstrates the poet‘s tendency to both personalize his quest for 
objectifying reality while manipulating reality through language. 
It displays a familiar dynamic tension in Stevens by which reality 
is most immediately understood, not only through language, but 
by the power of language to recreate reality through artifice. 
Hence reality, and any semblance of divinity, in Stevens is 
wrought through the artist‘s use of what he described as ―the Su-
preme Fiction.‖ 
 2. On the second day of our seminar, ―Teaching as an 
Ethical Act,‖ facilitator Mark Doorley began with an exercise in 
which the numbers: 2,3,5,8,22,23, etc., where placed on a poster-
board while the attendees where asked  to find the ―pattern.‖ The 
answer, according to Doorley, was that none of the numbers on 
the board had ―straight lines.‖ the exercise was designed to estab-
lish the distinction between the confusion that precedes the solu-
tion and the relief or release that follows it. 
 3. In John Keats‘ classic poem, ―Ode on a Grecian Urn,‖ 
the poet addresses the urn, saying: ―Thou, silent form, dost tease 
us of thought.‖ As an object of sublime beauty, the urn, according 
to the poet, enraptures the human mind. 
 4. According to Doorley, Lonergan‘s patterns of experi-
ence include: the Intellectual, Dramatic, Biological, Aesthetic and 
the Worshipful. 
 5. The debate about the distinction between literal and 
figurative languages is far from resolved in the filed of metaphor, 
rhetoric and even cognitive psychology. 
 6. Excellent examples of this technique are found in two 
children‘s books by Sharon Creech, Love that Dog (Harper/Collins 
Publishers, 2001), and its sequel, Hate that Cat (Harper/Collins, 
2008). 
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     Every class is to some degree a class in ethics.
 —David A. Hoekema, Professor of                
  Philosophy, Calvin College. 
 
 These simple words of truth are taken 
from one of the assigned readings for the Faculty 
Summer Seminar, and inform the foundation of 
my own approach to teaching economics and fi-
nance at the Stillman School of Business.  
 
 There is a fundamental problem in how 
we frame the practice and teaching of economics 
at our universities today that we as educators 
must address. It stems from the rising popularity 
of the interpretation that economics is a science 
that exists in a value-neutral context. 
 
 Economics may be ―dismal‖ but it is not a 
science, i.e. it is not a science of phenomena that 
occur independently of human interest, belief and 
will. Politics, history, and culture including ideol-
ogy provide factors that become essential struc-
tural determinants of the economy. The Aristote-
lian concept of politics as a master science that 
comprehends economy and the Enlightenment 
concept of political economy indicate a more cor-
rect and complete understanding of economic 
and financial phenomena. With Aristotle, I would 
argue that economics should be a branch of a 
comprehensive inquiry (i.e., ethics) that posits the 
summum bonum of human society and describes 
the regional structures of human social existence, 
including economic regions. Economics is a prac-
tice where freedom and necessity are two inter-
acting dimensions of ethics.  
 It is unfortunate that some educators have 
conveniently forgotten that economics is a dimen-
sion of ethics as envisioned by Adam Smith. I con-
tend that miseducation in economics today has 
occurred because of the so-called ―Smith Prob-
lem‖— a perceived contradiction between his 
theories of self-interest (derived from The Wealth 
of Nations) and empathy (derived from The The-
ory of Moral Sentiments). Self-interest can take 
one of many forms, one of which may be ego-
tism.  An egotist seeks his/her interest with no 
concern about the impact of his/her behavior 
upon others. But Adam Smith‘s self-interest is ra-
tional egoism that carries assumptions and prin-
ciples.  It assumes (a) that all persons are disposed 
to act to satisfy their own interests, but (b) 
that persons are rational enough to realize that 
they should not do to others what they do not 
want done to them (a "negative golden rule") and 
to agree to social rules that ensure the universal 
conformance with this principle.  Smith‘s theory 
of empathy is compatible with egoism.  Empathy 
is sensing affinity among humans.  An egoist, by 
empathy, recognizes egoism in others.  Empathy 
should not be confused with natural benevo-
lence.  Empathy is the source of a sense of fairness 
that prevents people from harming others out of 
self-interest, for they by empathy know 
that others would not want to be so harmed by 
them just as they want not to be so harmed.  Cor-
rectly understood, there must be no such thing as 
the ―Smith Problem.‖ 
 I feel that academic economists urgently 
need a root-and-branch examination of econom-
ics education, with a serious examination of how 
ethics can be organically incorporated into eco-
nomics discourse in class.  If we teach only ―value
-neutral‖ laws of economy, we will produce 
―value-free‖ technocrats ill-equipped to make 
positive contributions to humanity, rather than 
educated, wholesome human beings.  Academic 
economists, including myself, should constantly 
keep in mind the words of John Maynard Keynes, 
the eminent economist of the 20th century: ―It 
needs no proof that neither economic activities 
nor any other class of human activities can 
rightly be made independent of moral laws.‖ 
Economics: An Important Dimension of Ethics 
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   ...science has been taught too much as an ac-
cumulation of ready-made material with which stu-
dents are to be made familiar, not enough as a method 
of thinking, and attitude of mind … 
   —John Dewey 
 
What is compelling about this quotation 
from educational philosopher, John Dewey, is 
that the situation it describes is as valid today as it 
was in 1910 when it was written. Science is an 
approach, or method, as well as a process of look-
ing at the world in an attempt to make sense of it; 
it is not solely a body of knowledge. Even so, in 
our nation‘s schools, science is primarily pre-
sented to students as a compilation of terms, laws, 
principles, and processes to be memorized, in-
stead of in the context of its dynamic, investiga-
tive nature. Another common phenomenon is that 
in K-5 grades it is rare to find teachers that have 
strong content knowledge or passion for teaching 
science even though it is part of national and state 
mandated curricula. The cause of this deficit was 
revealed in the 2007 TIMSS study of mathematics 
and science achievement whereby teachers of 
fourth graders reported little specific training or 
specialized education in science (IEA). As students 
proceed through the upper grades without a solid 
foundation in scientific inquiry from their lower 
grade teachers, science can be difficult to learn 
since the many facts and technical jargon do not 
connect to their prior knowledge and experience. 
In spite of these obstacles, as a faculty member in 
the Educational Studies Department, I have been 
working to reverse these trends, at least among 
our own teacher candidates, by teaching them 
how to be more effective teachers of elementary 
school science.  
 
   As a participant in Dr. Mark Doorley‘s 
Faculty Seminar, ―Teaching as an Ethical Act‖ this 
May, 2010, I was able to immediately integrate a 
few of Bernard Lonergan‘s ideas in relation to a 
course I teach in the fall, but was also teaching 
during the June intersession entitled, ―Teaching 
Science in Diverse Classrooms.‖ While this type 
of methods class for pre-service teachers may not 
seem conducive to applying the philosophical 
ideas of Bernard Lonergan, I started to see the 
teaching of this course through the lens of three 
of Lonergan‘s five patterns of experience: the in-
tellectual, the dramatic and the aesthetic. 
First, let me say that I continuously strive 
to have the intellectual pattern of experience take 
hold among my students. How wonderful it 
would be to have them so completely absorbed in 
the study of science that they would forget to look 
at the clock or their cell phones for two and a half 
hours each week. However, I usually have prob-
lems achieving my goals. The more theoretical or 
factual I am in explaining phenomenon well 
enough so they could teach it to children, the 
more I lose their interest and attention. Giving 
tests on the content is only temporarily fruitful, 
since such knowledge is rarely retained, applied, 
integrated, or transferred to novel contexts. In 
addition to increasing the retention of what they 
are learning, I really want to arouse their intellec-
tual curiosity so they are motivated to study the 
content of science as future teachers of science.  
Another obstacle I face is typically known 
as ―science anxiety," or fear and distaste for sci-
ence learning. It has an overwhelming influence 
on most of our pre-service teachers‘ ability to 
learn. Through class discussions and the reading 
of their responses to questionnaires, I see that this 
attitude can be attributed to the way they have 
experienced science in elementary school, high 
school, and college."  They are quite familiar with 
textbooks, learning facts and terms, and taking 
tests, but not particularly familiar with asking 
questions, thinking critically, conducting re-
search and investigations, and working collabo-
ratively. Unfortunately, many of our pre-service 
teachers are coming to the universities and col-
leges well trained in "textbook-centered or recita-
tion-style teaching," a style of teaching and learn-
ing that does not prove effective with K-5 learn-
ers (Little 130).  
My challenge, therefore, is to  shift their 
cognitive structures from what Bernard Lonergan 
calls the dramatic pattern of experience (―Let me 
just get these assignments and this class over 
with‖) to the intellectual (―I am thoroughly  
Bernard Lonergan‘s Patterns of Experience in Science Education 
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engaged and absorbed in learning science‖). 
While there is no easy path to changing some-
one‘s mind about science if they do not like it, let 
alone an entire group of individuals, I did have 
some success this summer in diverting my stu-
dents‘ focus from the dramatic to the aesthetic as 
a doorway to the intellectual pattern of experi-
ence. Doorley said the aesthetic pattern is an im-
mersion into ―free play of the senses and the 
imagination.‖ While a scientist would say that his 
or her work is certainly not play, Nobel Prize 
winning physicist, Richard Feynman said of 
learning science, ―Our imagination is stretched to 
the utmost, not, as in fiction, to imagine things 
which are not really there, but just to compre-
hend those things which ‗are‘ there‖ (Feynman). 
While Feynman asked us to imagine a world 
where atoms are both attracted to one another 
and repelled by one another, I asked my students 
to imagine less complex phenomenon as a spring-
board to new learning, such as: How can four 
cups of equal amounts of different liquids have 
different weights? Which seed, lima or radish, 
will grow first and why? Why do we see a laser 
light spot on the wall and why do we not see the 
beam of the laser?  Why does it rain? How do we 
experience four seasons? Why do we see phases 
of the moon?  
 
  To investigate these questions, students 
spent a good deal of time thinking about them, 
writing what they knew, talking to others in their 
group, then contributing to whole class discus-
sions using their own words instead of using dic-
tionary definitions for technical terms. I ulti-
mately helped them extract those ideas that con-
tributed to a viable concept, and together we dis-
carded those that did not. I brought a good num-
ber of physical demonstrations to class to make 
concepts visible and to stimulate their imagina-
tions. ―We cannot see atoms,‖ I would say, ―but if 
we could, what would they be doing to give us 
this result?‖ To learn the reason for the seasons, 
for example, I brought globes and lamps, for 
phases of the moon, golf balls and a lamp. We 
grew seeds on paper towels, watched mealworms 
transform from larvae to pupa to adult darkling 
beetles. We forecasted weather with our balloon-
jar barometers and witnessed the hydrocycle in 
plastic bottle terrariums.  
The last two days of class was devoted to 
their teaching instead of mine. In pairs, they had 
to take a concept and help the class generate ex-
planations by observing phenomenon, using their 
knowledge and imagination, and generating ideas 
that could be shaped into a correct conception. 
They modeled my methods, created physical and 
visual representations, and presented the follow-
ing questions for exploration: What design makes 
a balloon rocket go farthest? How does a cloud in 
a bottle simulate a real cloud? Why does water 
rise in the stem of a plant (including trees) 
against the force of gravity? What is the best 
method for cleaning an oil spill? How do our fin-
gerprints (friction ridges) form, and why are they 
different, even among identical twins?  
 
  Combining concrete examples with ab-
stract instruction is a powerful method of teach-
ing science. Scientific models that are represented 
with varied illustrations of how they are applied 
expands knowledge through multiple applica-
tions to a more holistic and stable understanding. 
Such understandings solidify meanings, generate 
additional examples, and clarify misconceptions. 
While these teaching methods proved interesting 
additions to the required tests and assignments, 
the most effective strategy, in my opinion, was 
that my students and I played with materials and 
ideas daily for three weeks. Honoring the aes-
thetic pattern of experience did, in fact, lead my 
students to the intellectual pattern of experience 
as evidenced by their assessments, teaching per-
formances, and unsolicited comments. I also be-
lieve their science anxiety was relieved to some 
degree as illustrated in the following three quota-
tions taken from anonymous course evaluation 
forms: 
This class provided me with more science con-
tent that when I was in grade school I now 
have so much understanding and I look at 
science in a different light. Science used to 
make me nervous because I didn‘t understand 
it, but this class was engaging. My desire to 
learn what was being taught grew each day.  
I learned so many concepts and explanations 
that I don‘t remember learning in elementary 
school. I left class everyday feeling like I un-
derstood what was taught and wanted to 
share it with family and friends  
This class proved to me that science needs to 
be hands-on, experimental, inquiry-based 
with discovery components. I learned the most 
I‘ve ever learned in a class while I didn't even 
realize I was learning. 
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How did allowing students to play help 
them learn?  What I believe contributed to their 
perceived success was engaging them in a risk-
free environment. It took about four class sessions 
for students to begin to relax and allow their 
minds to be free of tension enough for them share 
freely, to have questions, and to say what they 
thought even though it may have been or 
―stupid‖ as they would tell me. What is also es-
sential about this process is making continuous 
connections between what I want them to learn 
and what they already know, what their interests 
are, and how they best process new material. 
Making science accessible, relevant, and 
grounded in meaningful experiences helps moti-
vate students. Allowing them to learn by playing 
with materials and wondering, like young chil-
dren do, asking why, using what they know to 
solve problems, asking for information they need 
to complete the task, and ultimately being im-
mersed in the aesthetic pattern of experience was 
a bridge to engaging them in the intellectual pat-
tern of experience.  
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edited In Deference to the Other: Lonergan and Contemporary Continental Though (SUNY Press, 2004). 
 
Paul F. Gibbons, Seton Hall University Class of 1962, is Chairman of the Sister Rose Thering Fund for 
Jewish Christian Studies and is an Adjunct Professor Religion Department. He taught Sacred Scripture for 
30 years in St. Teresa of Avila Summit and also holds Scripture workshops for the School Offices and Of-
fices of Catechetic in the five Dioceses of New Jersey. 
 
54 
 
 
 
 
 
 
 
 
Anthony L. Haynor, Ph.D. is Associate Professor of Sociology.  His recent work has focused on a method-
ology of social problem-solving, presented in the book, Social Practice: Philosophy and Method (Kendall/
Hunt, 2003).  Other areas of expertise include future studies, social theory, the contemporary search for 
meaning, and the dialogue between Catholicism and the human sciences.  Dr. Haynor served as Chair-
person for the Department of Sociology and Anthropology from 2003-2010.  He also teaches the second 
Signature course, ―Christianity and Culture in Dialogue.‖  
 
Rosemarie Kramer, MA is an undergraduate of Seton Hall - Magna Cum Laude, 1976 and earned her 
Masters in Sociology from Fordham University in 1980. She is hoping to earn her Masters in Theology 
from Immaculate Conception Seminary by next May and has been an adjunct professor of Sociology 
since 1997. 
 
Richard M. Liddy is the University Professor of Catholic Thought and Culture and the Director of the 
Center for Catholic Studies at Seton Hall University.  He is also a member of the Religious Studies Depart-
ment at Seton Hall.  In 1993 he published Transforming Light: Intellectual Conversion in the Early Lon-
ergan and in 2007 Startling Strangeness: Reading Lonergan‘s Insight. 
 
Marianne Lloyd is an assistant professor in the department of psychology. She has been teaching at Seton 
Hall since 2006 following her Ph.D. studies at Binghamton University and a postdoctoral appointment at 
Temple University. Her research is in the area of memory and memory development. She frequently 
teaches statistics, research methods, perception and the first signature course –Journey of Transforma-
tion.   
 
Tony Loviscek is an Associate Professor of Finance. He came to Seton Hall in 1992 after appointments in 
the Indiana-Purdue University system and Princeton University. His primary teaching and research in-
terests are in portfolio analysis and management. From 2000 to 2008, he served as chair of the depart-
ment, and from 2004 through 2008, as a director for the Center for Securities Trading and Analy-
sis. Active in academic research and in private wealth management, he is first and foremost a teacher, 
and has been formally recognized for outstanding teaching and service to students.  
 
Elizabeth McCrea is a tenure-track Assistant Professor in the Department of Management, Stillman 
School of Business.  She teaches courses in management, entrepreneurship, and business strategy.  Her 
research interests include entrepreneurial planning, corporate entrepreneurship and management edu-
cation.  She is on the board of directors for the NY/NJ Chapter of the Product Development and Manage-
ment Association, and is a Certified New Product Development Professional.  
 
John T. Saccoman is a Professor of Mathematics and Computer Science. He received his Ph.D. from the 
Stevens Institute of Technology, his M.S. from the Stevens Institute of Technology in 1987, and his B.S. 
from Seton Hall University. John is a fellow in the Mathematical Association of America's Project NExT, 
and co-director of the NJ version of that group.  He participated in the very first Catholic Studies Semi-
nar on Knowledge and Wisdom in 1998, and in the 2009 seminar on Strategies and Themes of Luke. 
This article is dedicated to the memory of the late William ―Doc‖ Burns , SHU Art and Music Department 
faculty member. 
 
Kelly A. Shea, Ph.D.,  is associate professor of English and director of the Seton Hall University Writing 
Center. She is also a co-leader of the SHU Core Curriculum reading- and writing-intensive core profi-
ciency project and works closely with the university‘s Teaching, Learning, and Technology Center on 
electronic portfolios, course management systems, and other pedagogy-improvement initiatives. She 
teaches undergraduate and graduate composition and literature courses and studies writing, teaching, 
and technology issues – and their intersections. She has published an invited wiki contribution on teach-
ing with technology in the on-line journal Kairos.  She will soon release the results of a research study on 
SHU's use of faculty vs. student on-line tutors in Writing Lab Newsletter; she is also working on research 
projects relating to faculty development and writing-across-the- 
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curriculum programs (previously published in Across the Disciplines) and the care and feeding of fac-
ulty writing groups (published in Arts and Humanities in Higher Education). Dr. Shea received her Ph.D. 
in reading/writing/literacy from the University of Pennsylvania.  
 
John Wargacki teaches American Literature at Seton Hall University, specializing in American poetry 
from Walt Whitman and Emily Dickinson to the Modernists of the 20th Century.  His research interests 
focus on spirituality in the American poetic tradition, particularly in relationship to Midrash.  He has 
presented and published on Dickinson, Hart Crane, Wallace Stevens, and Robert Frost in such journals as 
Religion & the Arts, and The Explicator.  He is currently working on a book-length study of spiritual 
categories and patterns in American poetry. 
 
Yeomin Yoon is Professor of Finance & International Business at the Stillman School of Business.  
He teaches Financial and Economic Analysis and International Finance. His commentaries on global fi-
nancial and other issues are often published in major newspapers, including Financial Times, Economist, 
Japan Economic Journal, Korea Herald, and Newsweek. For eight years, Professor Yoon served as Senior 
Special Fellow and/or Academic Advisor of the United Nations Institute for Training and Research 
(UNITAR) for a program designed to educate diplomats and other senior government officials on global 
economy and finance. 
 
Debra Zinicola is an Associate Professor in the College of Education and Human Services. She teaches 
science methods and child development classes to early childhood, elementary, and special education 
teacher candidates. Her research interests are in science learning and teaching with a focus on assessing 
students‘ understanding of scientific principles, group learning, and conceptual change. Other research 
interests include integrating and assessing the effectiveness of integrating technology in science teaching 
and promoting environmental awareness among pre-service teachers by offering interactive workshops 
(Project WET, Project Learning Tree) on campus each year. 
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